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This thesis critically examines the utilization of social emotional learning (SEL) interventions with immigrant
and refugee youth in a culturally appropriate and effective manner. By employing an ethnographic methodology
and thematic data analysis, participant observation and in-depth interviews are used to investigate the impact of
SEL education and social-emotional wellbeing on the experiences of immigrant and refugee youth

Data collection for this research project was conducted in the United States, this research emploved the observa-
tions from a SEL instructors and volmtary interview participants who had graduated from Oregon state's largest
high school and an academic SEL program called RISE (Refugee & Immigrant Student Empowerment). This
research is grounded in the understanding that immigrant and refogee youth face unique challenges as they nawvi-
gate unfamiliar cultural and educational environments and investigates how SEL interventions can be geared to
meet the specific needs of this population, taking into account their cultural backgrounds, expenences of reset-
tlement and diverse identities.

Utilizing a critical ethnographic approach, the study explores the common practices within SEL implementation,
and the cultural contexts of the students involved. It examines the role of culture, langnage, and identity in shap-
ing the effectiveness of SEL practices, illuminating factors that intersect with the social and emofional develop-
ment of immigrant and refugee youth.

Through direct observations of the SEL program BISE and in-depth interviews with immigrant and refugee
youth, this research uncovers the nuances of implementing SEL education. It explores the perceptions, challeng-
es, and opportunities associated with SEL., while also highlighting the voices and agency of the parficipants.

The findings of this study contribute to the field of education by providing insights into the cultural dimensions
of SEL. implementation. By critically examining the existing practices and proposing recommendations for im-
provement, this research aims to foster a deeper understanding of how to effectively support the social and emo-
tional well-being of mmigrant and refugee youth within the educational context and ultimately enhance the
effectiveness and inclusivity of SEL education.

Eeywords: social-emotional learning, immigrant youth, refugee youth, immigrant students, refugee students,
social-emotional competency, social-emotional wellness, cultural competency



Acknowledgements

I'would like to thank my supervisor, Dr. Audrey Paradis, for her igh standards, support and
consistently helpful comments, feedback and for always being there when needed.

Thank you to my EDGLO 2021 cohort for the two years together. Special thanks to the loving
review and critique I received from Neeraj Kaulgud, Onnesha Morshed and Petros Konstan-
tinou, as well as the time, talks, friendship and moral support throughout the last two years
and the thesis wniting process.

I am incredibly grateful to my RISE colleagues, Negin Naraghi and Stephame Ramella, I
could not have been here or done this without them.

This thesis would not have been possible without the contributions of the RISE students and
participants in this thesis process. Their strength, curiosity and care continues to mspire me
professionally, personally and academically.

I'would like to thank the rock in my life, my maternal puide, my mentor and my favorite per-
son in the world, my grandmother Marilyn Livote.

Lastly, I would like to thank my partner and friends around the world, who believed in me,
gave emotional support and motivated me throughout my entire graduate studies.



Contents

=t

Introd O iOm e e
21.1. Critiques of SEL and Transformative SEL e
212 S5EL applicability with immigrantirefugeeyouth.

22 Explonng the Immigrant and Refugee Demographic ..
221 Menial health and wellness of immigrantrefugeeyowth. .
222 Acculturation and Resilfency ...
223 Racism and Xenophobia e

Methodology & Methods of Research ..

3.2. Methods of Research and Data Collection. ...
N B . - SO O USROS USSR

331 Analysis of TterviawWs. e
332 Analysis of OBSerVaiions . e
414 Relationships & Commections ...
4.1.6. Home Culture & FamilY ...t ettt et et et s
A2 FQEHTITTON .. oo e et et ettt e et ee e
L b e T
5.1. Connecting the data sets and theoretical framework ...
5.1.1. Facilitation of Integration & Adaptation
512 Discipline as EmMpowerment e
5.1.3. Activities under Empowerment and Integration & Adaptafion. . ..
Implications and Limitations ... e
Eihics, Trustworthiness & Credibility ...

4



B OMMEI S A OML e et e e e e e em e e e e e e e e

92

95



1. Introduction

I developed an interest in migration and education while working with an academic program
for immigrant and refugee lugh school students that utilized social-emotional learning (SEL)
m the United States (US). Since working with youth at this capacity in the US, and pursuing
my Master's Degree in ‘Education and Globalization® at the University of Oulu i Finland, I
have become more convinced SEL 1n education 1s crucial for growing immigrant and refugee
populations. I then began to wonder, “‘How effective 1s the SEL approach with immigrant and
refugee youth?”, “Are there any potential cultural concerns I should be aware of when using
SEL as a Western educator?’ and “What 1s are the ethical concemns of using SEL with this
demographic?’ By commutting to a SEL approach while working with immigrant and refugee
youth, I must explore the cultural and ethical dimensions of my work as a Western, whate ed-
ucator. My goal with this research topic is to contribute to research around immigrant and
refugee youth, the use of SEL with this demographic and the cultural awareness Western,
white educators need when working with immigrant and refugee students. Through my pro-
fessional and academic expeniences in the field in the US and Finland respectively, I see how
this topic 1s relevant to countries that continue to experience global migration, such as the US
and the greater Nordic region.

Historically the US has been built on migration and continues to be shaped by the evolving
population. Rates of migration, where people miprate, reasons why people migrate, and coun-
tries of origin vary, these details are circumstantial and cannot be generalized. The US census
data from 2013 reported that four million US residents were black immigrants, from the Car-
ibbean or African countries, making up 1/4™ of the immigrant population and 9% of the black
population 1n the Unmited States (Foner, 2016, 62). From 2009-2016 the US experienced a rise
m asylum-seeking, unaccompamied minors crossing the US-Mexico border, documented by
well over 242 000 cases (Blue, 2021, 4631). Simularly in 2015, the Nordics experienced high
rates of migration, Sweden recerved 156,000 newcomers and Denmark 20,000, in which 30-
40% were unaccompanied minors (Mock-Mufioz de Luna et al_ | 2020, 2). The Unmited Nations
High Commussioner for Refugees (UNHCR) estimated that at the end of 2017 there were over
65 million people displaced globally due to civil conflict, war and natural disasters; all which
can be classified as involuntary migration, a phenomenon which 1s expected to increase due to
chimate change (Becker, 2019, 2). In 2018, the UNHCR also reported approximately 138,000



unaccompanied minors in the world (Blue, 2021, 4631). The causation of mugration, relief
efforts, and trends warrant global attention, but my research mtention 1s focusing on under-
standing and helping immigrant and refugee youth in their new countries.

There are many descriptor words for global migrants, such as, immigrant, refugee and asy-
lum-seekers. The word migrant can describe someone arriving in a new country, or departing
country of onigin, voluntary or involuntary movement as well as a legal or illegal circum-
stance (Koser, 2007, 12). Immugrants can be legal or illegal and include people who aren’t
necessarily forced to leave their home country but desire to seek residence mn a new country,
whereas a refugee 15 at risk of being persecuted by their origin country on grounds of politics,
race, religions, social affiliation or membership of political group (Frip, 2016, 114; Grey,
2015, 10). I will be using the terms immigrant and refugee because 1t 1s what most accurately
describes the demographic I am working with, but I will also be using the terms “newcomers’
or ‘newcomer youth’ to easily summarnize ‘tmmigrant and refugee youth’ for comprehensive

reading purposes throughout my research.

My research mvestigates the cultural details and effects of educational programs that utilize
SEL with immigrant and refugee youth in their new homes, and specifically how the students
feel their culture was treated in these scenarios. SEL in education can be utihzed through 1m-
plementing intentional community and relationship building at the forefront of the educational
experience, such as but not hmited to, facilitating community-building actrvities, providing
opportunities for students to voice their opmions and prioritizing social-emotional wellness
(SEW). A desirable outcome of SEL 1s to create a positive association with the educational
environment through a supportive commumity in which students are more likely to feel com-
fortable and thus more likely to do well academucally. A leading objective of mine 15 to ex-
plore SEL in the educational environment with immigrant and refugee youth culturally in or-
der to explore how useful and effective 1t 1s. The power dynamic between the Global North
and Global South should not be ignored, thus I see 1t as imperative to investigate the use of
SEL with immigrant and refugee youth (many students who will be from the Global South or
East), especially if it 1s to be implemented in the Global North, by Western, (mostly) whate,
educators. I believe SEL i1s an educational tool towards creating social cohesion and can alle-
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viate concerns in nations with a changing demographic of citizens. Therefore, I am exploring
the cultural dimensions of SEL i this research, meaning its applicability, effectively and ap-
propriateness with immigrant and refugee youth

My mterest i this topic and particular field 1s no doubt due to my previous history as a non-
traditional educator in different capacities. I am entering this research project with a position-
ality I have built on a long journey in working with teenagers and education. My experience
with the immugrant and refugee youth demographic and SEL instruction was extensive upon
starting this research project. In the US I had expernience volunteering and participating in
SEL activities as a volunteer tutor with immigrant and refugee students for two years from
2016-2018. Then from 2018-2019 I had the opportunity to employ SEL tactics and original
SEL-informed lesson plans m high school English classes in Burgas, Bulgaria with Bulgarian,
Turkish and Roma students, as a Fulbnight fellow. I retumed to the US from 2019-2021 to
work as a co-coordinator of an academuc SEL program that exclusively served immigrant and
refugee youth in an Oregon high school.

To determie SEL’s applicability, effectiveness and appropnateness with immigrant and ref-
ugee youth, this research project 1s exploring reflections and accounts from immigrant and
refugee young adults who have spent their teenage years in a SEL program throughout their
high school experience. I am also including observations from myself as an researcher, partic-
pant and facilitator in the SEL program with these students, as well as incorporating review
of applicable literature, to answer my research question. My research question 1s: How can
Social-Emotional Learning in education be culturally appropriate and effective with
immigrant and refugee high school youth? The purpose of this question 1s to explore how
newcomer youth (immigrant and refugee teenagers) have experienced SEL programming in
their place of education, facilitated in a Western culture. I wish to explore if there were cul-
tural contradictions mn the way SEL 1s facilitated in a Western environment with immigrant
and refugee youth. For my research question I am using the term ‘culturally appropriate’ to
suggest that the SEI. material can be affirming of diverse individuals regardless of their back-
ground, but not to suggest that SEL can necessarily emulate the cultural norms of every mndi-



vidual included. The research question 1s focusing on immugrant and refugee youth that are
currently experiencing or have experienced SEL in high school.

My research project was conducted in the city of Portland, Oregon in the US. I have not mn-
cluded this distinction in my research question to avoid convoluting the research. The SEL
program used 1n this research 1s not specific to Oregon high schools and thus I do not want to
mislead the audience mto thinking this 1s a common practice. In my Theoretical Framework I
will present relevant literature and context regarding SEL philosophy and practices, and
background on the immigrant and refugee demographic. My Methodology and Methods sec-
tion will explain my chosen methodology of Cntical Ethnography, details on the data collect-
ed from interviews and observations and my process of analyzing data through Thematic
Analysis. Findings will mclude all my Findings from the two data set of observation and n-
terviews, while Discussion will explain how relevant Findings are connected directly to my
research question. Finally, implications, limitations, ethical considerations and credibility will
be discussed.



2. Theoretical Framework

In my theoretical framework I will discuss the concepts of SEL and the immigrant and refu-
gee demographic. I will define SEL, the applicability of SEL 1n education, common critiques
and culturally specific critique. I will also introduce the concept of transformative SEL and
how SEL should be used with immgrant and refugee youth. To give context to the immigrant
and refugee demographic, I will review mental health and wellness considerations for immi-
grant and refugee youth, while considering briefly, government policies, xenophobia and rac-
1sm this groups experiences.

2.1 SEL defined and explained

SEL 1s a learming methodology and set of methods geared towards developing social-
emotional wellness (SEW) or social-emotional competence (SEC) in a student or person
(Lawson, 2019, 457-467). SEL refers directly to the methods, activities or curricula, wiile
SEW/SEC 1s the goal to be reached. I will be exclusively utilizing the acronym SEL to refer
to social-emotional learming, and while SEW/SEC are arguably interchangeable, which I will
use to reference social-emotional wellness/competence.

SEL teaches a set of knowledge essential to developing hife-skills which are fundamental to
life effectrveness, such as managing behavior and emotions as well as handling relationships,
and other work effectively (Ibarra, 2022, 3). SEL 1s also the process of leaming how to set,
pursue and achieve healthy goals and 1s an avenue in which students and adults can under-
stand and manage their emotions (Biber, 2019, 27).

Development of SEL could be dated as far back as Plato, but 1t was not until the 1990°s that
SEL research began focusing on the school climate and gamning recognition, first in the Unit-
ed States and then the rest of the world (Osher et al , 2016, 645). Emerging in 1994, a group
of scholars, educators and practitioners in the fields of psychology and education founded the
non-profit ‘Collaborative for Academic, Social, and Emotional Learning’® (CASEL), which
coined the term “SEL’ and began pioneering research-based SEL strategies across K-12 class-

rooms in the United States (Beaty, 2018, 68; Elhas & Zin, 2006, 3; Ibarra, 2022, 3; Osher et
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al., 2016, 646). In 1997 CASEL collaborators wrote ‘Promoting Social and Emotional Leam-
mg: Guidelines for Educators’ which outlined SEL’s five core components as: self-awareness,
social awareness, self-management, responsible decision-making and relationships skills.
(ibid). There has also been influential evidence of significant long-term effects before the es-
tablishment of CASEL. In the 1960°s the landmark childhood education program, “The Perry
Preschool Program’, held i the state of Michigan in the US, which was highly successful in
exhibiting improvements in non-cognitive skills related to behavior and academic motivation,
resulting in positive long-term effects on crime and employment (Jones, 2015, 2283). The
ambitious purpose of CASEL today 1s to provide SEL as a crucial part of education backed by
evidence-based programs within schools (Beaty, 2018, 69).

In understanding SEL 1t 1s wise to expand upon the five core components that nearly all
scholars tribute SEL foundation (Beaty, 2018, 70; Durlak et.al, 2011, 406; Elhas & Zin, 2009,
3; Esen-Aygun & Sahin-Taskin, 2018, 205; Frydenburg, 2021, 184; Ibarra, 2022, 3; Weiss-
berg et.al, 2015, 6-7). The following image and hst will give further explanation and defim-
tion to the five core components that many scholars tribute SEL foundation and how they
translate into improvements i academic and life performance for the students:

The 5 Core Components of SEL

B
A X 4

Skills

Figure 1 “The 5 Core Components of SEL’
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1. Self-awareness: the ability to identify and reflect on one’s own emotions, recognize
strengths in oneself and others, and develop a sense of self-efficacy and confidence.
These skills aid the student in reaching school and life achievements.

2. Self-management: developing impulse control, stress management tactics, ability to
build persistence, poal setting and motivation. The ability to control and reflect on
personal emotions.

3. Social awareness: developing empathy and respect for other perspectives and opin-
1ons. Social awareness helps the student interpret, reason information about others' be-
haviors and social dynamics.

4. Relationship skills: cooperation skills, help seelung skills and communication skills.
This helps the student recogmze, establish and maintain positive relationships with
other people.

5. Responsible decision-making: evaluation of personal and ethical responsibility. Deci-
sion making skills help a student behave responsibly in personal situations, school and

community context.

SEL should equp students to be able to recognize and name their emotions, manage the in-
tensity of such feelings, delay gratification, express identity, along with reducing stress. Such
results are important for students to feel emotionally competent. In terms of academic
achievement and success, the expected effects on students are improved motivation to learn,
study habits, involvement in all learning, better self-management, and fewer anti-social be-
haviors, mcluding fewer social conflicts (LaBelle, 2019, 4).

Attaching the SEL curricula or programs to the school environment 1s an important step to
stimulate academuic gains. Interpersonal and instructional supports in school produce better
academic performance through creating safe and orderly environments (that students might
not experience at home) and through caring teacher-student relationships that create a bond
and commitment to school (Durlak et al, 2011, 418). Learning goals and competencies can be
used to set high expectations with additional support, mnstead of standards or strict assessment
measures (Beaty, 2018, 70). With SEL, students learn to treat themselves with kindness when
distressed and confronted by harmful negative dialogue or self-criticism in the face of aca-
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demic difficulties (Biber, 2019, 27). The capacity to recogmze and manage emotions, solve
problems effectively and establish positive relationships in life are beneficial competency that
15 essential for all students, and crucial to vulnerable at-risk commumities (Elias & Zins, 2009,
1).

Effective SEL programming not only helps drive academic learming but also translates into
social outcomes in normal life such as positive peer relationships, empathy and social en-
gagement. While a pain in social and emotional skills reduces problematic behavior in
schools, 1t can reduce serious problem behavior later in life such as drug use, violence and
delinquency as well (LaBelle, 2019, 4). Speaking more long term, SEL can also improve
physical health, has shown to improve citizenship, may be essential for specific career fields
in the 21* century, and aids in lifelong success by reducing the risk of maladjustment, failed
relationships, interpersonal violence, substance abuse, and unhappiness (Elias, 2009, 3).

SEL has a wide range of realistic manifestations, from school-wide policies to singular expe-
riences. When using SEL as free-standing lessons, 1t can take the form of a daily, weekly or
monthly routine check-in, commumty meetings, cooperative games, or making time for per-
sonal sharing or debrief of the social expenience. A school-wide systemic approach invites
and encourages collaboration among the adults (admimstration, parents, famlies, teachers)
consistently with diverse languages and approaches while stimulating and creating space for
better commumnication about students' needs, which can be i the form of parent and famuly
mpghts, translation services for fammlies or an increase in parent-teacher style conferences
(Cressey, 2020, 199-200). A popular example of SEL 1s service-learming projects (such as
volunteerism) that include the larger commumty. Service-learning can be used in SEL as a
deliberate intervention to problematic behavior, instead of using disciphnary tactics like de-
tention, students can be i charge of cleaning up the school or a recycling program (Wilezen-
ski, 2014, 2). However in SEL, the most effective educators connect their content with the
real experiences and emotional lives of their students, thereby increasing motivation and en-
gagements by encouraging a personal investment in what the students are learming (Cressey,
2020, 201).
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The peer-to-peer relationships are very important in SEL, as it 1s in the name (social), but this
also includes the relationship between the student and the adult teachers and facilitators. Edu-
cators in SEL should foster a nurturing learming environment by creating a student-centered
approach to teaching and learning. A nurturing learming environment includes practical (use-
ful not just positive) praise that allows frequent student input and collaborative choices that
contribute to student's individual empowerment and a sense of belonging (Ibarra, 2022, 7).
These factors i the classroom increase student engagement in the learning material. Empow-
ering a student more specifically can mean that the student has a choice in their learming and
freedom to express themselves. Teachers can stimulate this empowerment process and a sense
of commumty by, for example, grving students roles i the classroom, such as tech help, mo-
tivator (or ‘cheerleader’), imekeeper, materials manager, influencer, as well as many others.
When students feel important and essential in the classroom, they will also feel responsible m
the classroom commumty and upholding the classroom culture (Ibarra, 2022, 10). In a SEL
classroom, essentially teachers need to create a classroom where students know they are cared
about (Yoder, 2014, 13). Teachers demonstrate care by asking student non-academuc (but ap-
propriate) questions, expressing concern when a student has a problem, providing own per-
sonal stories or anecdotes and allowing students to take nisks and feel safe asking questions
(Yoder, 2014, 13). Teacher social-emotional competence 1s a concern and necessity in the
implementation of SEL curriculum. SEL requires not only a continuous investment in profes-
sional development by educators, but also time for practices such as mindfulness to improve
and balance their own social-emotional needs without getting overwhelmed (Ibarra, 2022,
10).

While immigrant and refugee youth experience significant stressors during the migration and
reseftlement process, SEL has the potential to touch many areas of their lives easily through
school and extracurncular programs. Youth who have difficulties with peer relationships are
more at nisk of academic and behavior problems that may carry mnto adulthood (Tsa1, 2006,
286). Social supports and resources serve many functions for immgrant and refugee youth;
reducing stress, mamntaining health and achieving eventual self-sufficiency and wellbeing
(Simuch, 2005, 260). While there are clear benefits from SEL for all youth, 1t 15 important to
approach SEL with cultural considerations if it 1s to be used with newcomer youth, a umque
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demographic that requuires an extra lens of informative care. Educators should be privy to that
fact that development of an individual's psychological functioning is not created in a vacuum,
totally independently, but 1s bult on a process of social interactions, situations, socio-cultural
and institutional context, which 1s crucial to worlkung with this population. To help immigrant
students gain literacy and social skills 1t 1s essential that the environment and mstruction be
mclusive of newcomer and munority cultures (L1, 2010, 132).

2.1.1 Critiques of SEL and Transformative SEL

A common and valid critique to SEL 1s that teachers are not meant to be therapists, do not
have the proper training and cannot be expected to be mental health experts (Cressey, 2020,
201). SEL 1sn’t meant to be therapy but normalization of social 1ssues and emotions and 1s
meant to be used as a philosophy (in addition to the methods), and more directly can be used
as a replacement for discipline. For example, if using SEL with minonty (1immugrants, refu-
gees or POC) students, the educators can reflect on their own inner biases and socialization
and the possibility of how classroom curriculum or SEL instruction reinforces the social
norms of the dominant culture (in this case the host country/mainstream culture). Using SEL
methods 1s not about entering deep mental health i1ssues and topics with students without
proper trammng, but about creating a socially and psychologically safe learning environment
for the students, one mn which children can be comfortable learning to navigate social situa-
tions and are empowered to explore their identities (1bid). However, because school culture
and the adult educators and adnunistrators have so much power in the classroom to decide
and control how the school environment 1s gomg to feel, it should not be assumed that the
implementation of classic SEL procedures would automatically create a safe space for every
student. When cnitically looking at SEL, 1t can serve to reinforce social norms of the donuinant
culture, and there 15 a need for exploration in SEL of cultural sensitivity, imphcit bias and
how to use SEL effectively with diverse groups of students (ibid).

New educators tend to focus on discipline and authonity early mn the classroom to establish

control and order, but an altermmative 1s an exploration of SEL and Culturally Responsive

Teaching (CRT) methods to co-create classroom culture and norms with the students, taking a

democratic approach to authority instead of disciplinary, the educator 1s modeling long-term
15



responsibility and sociopolitical engagement (Cressey, 2020, 198). Research has demonstrat-
ed that a positive school climate leads to fewer student absences and conflicts among students
as well as improved academic outcomes. (LaBelle, 2019, 4) For example, when enacting dis-
cipline and order, culturally responsive and SEL informed educators should refrain from
‘tone-policing’ and restricting how their students speak up and out about unfairness in the
classroom (ibid). CRT 1s the concept of recogmzing that socialization has led to imphcit bias
and that teaching methods and solutions (such as SEL) need to adapt and include this consid-
eration. When educators overly focus on discipline and controlling student behavior it may be
because the important cultural and social-emotional variables are not being considered well
enough. If educators focus on helping the students develop autonomy, ethics and their own
sense of self-discipline, this naturally creates an environment where mutual respect, group
decision making and cooperation are the norm, which does the long-term work mn place of
disciple (Elias, 2006, 3). Classroom and behavior management 1s more complex when consid-
ering the role of privilege, culture, identity and power, and educators are in a umique position
to promote empowerment, equity, inclusion and social justice through work with students and
their commumities (Cressey, 2020, 195-196).

During resettlement in a new country, immigrant and refugee populations have numerous dis-
advantages that may affect their integration process and health, such as, discrimination, stress,
underemployment, poor housing, lack of access to services and lack of commumty or social
support (Simich, 2005, 260). In the case of immigrant and refugee students' mental health,
SEL 1s an appropnate solution, if done correctly, but what 1s the correct, culturally appropri-
ate and sensitive way to use SEL? A part of SEL 1s to teach students how to appreciate and
respect the opinions and perspectives of others (Durlak et.al, 2011, 406). This can apply to
mainstream students and fellow newcomer students in the overall acceptance of diverse new-
comers and curb xenophobia from the mainstream population early on. SEL ads the ac-
ceptance process of immigrant and refugee youth in a new country and encourages healthy
peer-peer and peer-adult relationships (Greenberg et al., 2003, 466). Schools have an unden-
able and essential role in cultivating and enforcing the socio-emotional development of youth,
just as societies, communities and families operate with different values, schools do as well
(ibid). The teachers and admumistrations attitudes, the school values and classroom climate
determine how open and accepting a space 1s going to feel for immiprant and refugee stu-
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dents. An integration of SEL methods can make any and all students feel more comfortable,
but the cultural limits or sensifivities need to be explored when implementing SEL with di-

verse populations.

An important critique of SEL to note, applicable to mainstream and newcomer youth, 1s that
SEL methods and programming are at nsk of promoting assimilation and purely symbolic
youth activism (Jagers, 2016, 2). From a young age students can feel and recogmze unfair-
ness, they can name and call out inequity and injustice. Exploring these thoughts and feelings
and encouragmg this skill and mindset 1s exceptionally important to students from historically
marginahized groups (examples: race, language culture, sexual orientation, gender, disability,
economic background). Specifically for disenfranchised youth (immigrant, refugee and POC
or 1dentity-munority youth), learming how to advocate for justice and speak out in a safe envi-
ronment, such as their school or community, may be an important survival skill and strength
essential for them in the future. The poals of SEL can be rendered ineffective, maybe even
detrimental if a teacher avoids discussing sociopolitical contexts of teaching and learning
(Cressey, 2020, 197-202). Arguably, all behavior 1s perceived through a socio-cultural con-
text. Without a culturally responsive nundset, teachers may be quick to use teaching practices
that modify a student's behavior to reinforce a desired replacement behavior, these types of
teaching techniques and interventions can disempower and disenfranchise already marginal-
1zed students into obedience and complacency to the dominant host country (Cressey, 2020,
204-205).

Thus, the social-emotional competencies are not only for the students but the educators as
well, teachers with no social-emotional competence will more likely have 1ssues with class-
room management, resulting in negative classroom experniences for students and adults, bum-
out and a negative school climate (Ibarra, 2022, 6). In response to concerns of SEC of educa-
tors and the potential of SEL to enforce a dominant structure of power and inflict the cultural
biases of the dominant culture, the new concept of transformative SEL has been developed to
spearhead equuty and social justice in these specific educational environments (Cressey, 2020,
201). Transformative SEL includes CRT, collective action and student empowerment, while
advocating for a focus on mindfulness and reflective practices and addressing implicit biases
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and triggers for educators (Cressey, 2020, 202). Educators cannot remove their identities, po-
sitionality and biases at the door of the classroom. Rather than pretending to be objective or
neutral, educators need time to think, talk, wnte and reflect actively on their background and
beliefs in their training practices (Cressey, 2020, 204).

Transformative SEL: does not only apply to the classroom and 1s not only the teacher's respon-
sibility but should include a school-wide examination. For example, survival skills that youth
may have developed in refugee camps are not necessarly priorities to try and understand or
tolerate in other educational settings (Rossiter & Rossiter, 2009, 418). Engaging in physical
violence to protect oneself against bullying or worse may have been a survival skill some
youths have had to develop, yet schools with zero tolerance policies which will result in sus-
pension and expulsion for immigrant and refugee youth (1bid). This 1s not to imply that vio-
lence or aggression should be tolerated but there needs to be an awareness of the cultural and
circumstantial differences some students are trying to manage In addition to indrvidual
threats, many people from marginalized backgrounds have also experienced systemic and
governmental abuse or threats as well (Ellis et al. 2011, 70). Engaging in SEL and developing
SEC can help all students, including those beginning to exhibit negative behaviors, and those
with existing significant behavioral problems (Ehas, 2006, 2). Youth learning how to express
anger and outrage 1s an important part of sociopolitical engagement and learning about mnjus-
tices. Additionally, resistance and thinking critically are a protective factor for these students
and communities to leam in the form of self-advocacy i order to survive (Cressey, 2020,
205-206). When using SEL with students, it 1s a umque opportunity to navigate resistance to
oppression and collective well-being for marginalized groups in a healthy way, educators
have the power to promote equity, social justice, empowerment and inclusion through their
mstruction with students and families (Cressey, 2020, 196; Jagers, 2016, 2).

Transformative SEL 1s the adaptable, culturally appropniate lens m which to implement SEL
for educators working with immigrant and refugee youth. SEL: in which the students' cultural
values and strengths are recogmized, where content can connect itself to collaborative discus-
sion, and curriculum can include the mcorporation of diverse perspectives and 1deas (Cressey,
2020, 199). Whle discussing CRT and transformative SEL, Cressey (2020) poses a critical
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question for educators and schools working with immigrant and refugee youth and attempting
SEL, “Can we promote social-emotional skills of learning to follow rules and procedures
while at the same time teaching students how to resist injustice, speak truth to power and rec-
ogmize when the context calls for disobedience?” (216). Cressey (2020) continues to imply
that both skills are needed to help students become well-rounded, participatory citizens in
democratic states, and concludes that there 1s a need for more research that explores the foun-
dations and practices of an integrated approach of SEL and CRT (216). It 1s important that the
mmplications of using SEL be clear while working with historically disenfranchised or mar-
ginalized youth (immigrants, refugees, POC or identity-minorities), to positively uplift these
diverse groups and their contributions to the collective wellbemng of commumity, the school,
and globally (Jagers, 2016, 3).

2.1.2 SEL applicability with immigrant/refugee youth

The use of SEL m academic environments may be a crucial piece to the overall solution of
more adequately providing mental health and wellness to immigrant and refugee youth be-
cause there are many barriers to accessing services through traditional means. Newcomer
populations have limited access to formal support services due to limted language, lack of
awareness, social 1solation, misinformation/inadequate information, fragile immigration sta-
tus, racism/xenophobia, and bureaucratic processes (Beiser, 2008, 143). Families also may be
more concemed with securing more urgent tangible needs such as food, housing and income,
rather than spending time, energy and funds on services that are not seen as basic needs such
as mental health (Elhs, 2011, 72). Yet, concerns such as difficulties in school are easily iden-
tifiable and typically more acceptable targets for additional programs and services rather than
mental health 1ssues. Families often will view academic aclievement as desirable and value
services associated with school success (Ellis et al | 2008, 73).

Immuprant and refugee youth have reported feeling that school and learning materials were
not connected to their culture, experiences and previous lives (L1, 2010, 128). Their culture
may have been excluded or even spoken about negatively by teachers (ibid). Curriculum
should include diverse representations and references to include many cultures of different

types and groups of people, some of which may be the students and communities of the 1m-
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migrant and refugee students, without necessanly spotlighting or ‘studying” specific groups as
an outsider (Cressey, 2020, 198). Developing linguistic skills and competencies 1s a necessary
part of integration and adaptation for immigrant and refugee youth but schools have histor-
cally been focused on teaching the national language as fast as possible instead of naturally
and thus created a segregation within school (Tsa1, 2006, 285). In school, formation of student
and social circles needs to be understood within the larger macro sociocultural context of the
experience (ibid). Students learning the mainstream language are often separated from main-
stream students and classes, this separation fails to create a natural speaking environment for
the learners in the form of spontaneous interactive peer interactions and they are likely to ex-
perience socially 1solated and increased psychologically derived fear from peer separation (L,
2010, 128-131). This separation subjects students to different treatment, mstructions and as-
sessment which reflects and enforces a natural unfair separation in society (1bid). A diversi-
fied curricula would provide cultural ‘mirrors’ and “windows’ and mcludes counter-narrative
for the students to develop a more sophisticated understanding of the themes in the content.
Including the other cultures who are in the room, their stories and histories in the curriculum,
but not acting as an expert on such cultures. Connecting the lessons and academic content to
the students' lives also helps their engagement and motrvation to learn (Cressey, 2020, 198).
Language acquisition 1s effective m a natural, spontaneous and social learning environment
mteracting amongst peers (L1, 2010, 131). SEL programs and school curriculum in general
can mcorporate diverse perspectives and ideas in all content areas.

Direct intervention in psychological determinants of learning have been promising actions of
reform, which supports providing SEL in schools to students at-risk (Ehas, 2009, 1; Wang et
al., 1997, 210). In addition to personal growth and academic achievement for why SEL pro-
gramming provides positive outcomes to mndividuals, findings also indicate that SEL 1s 1m-
portant at a systemic and environmental level (Greenberg et al., 2003, 471). Depending on a
school's concerns, needs and 1ssues they wish to address, SEL can be a wide scale policy solu-
tion. All students, ncluding those native to the host country, can benefit from social emotion-
al mstruction, such students (of any background) displaying significant personal problems,
experiencing academic barriers and engaging in negative social behaviors (Elas, 2006, 2).
Youth who suffer from feeling inadequate and lack close relationships with fanuly, school or
community are more at risk to seek and fulfill their needs for belonging from gangs and other
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potentially dangerous groups (Rossiter & Rossiter, 2009, 425). Implementing SEL at different
levels throughout a school that has academic or mental health concerns will likely be benefi-
cial to many of the students, but implementing SEL in a culturally sensitive and appropriate
manner with immigrant and refugee youth should not be overlooked.

The SEL field has garnered a lot of interest from players invested in improving health and
wellness outcomes for children and youth from diverse backgrounds (Jagers, 2016, 1). In edu-
cation, a transformational justice approach to discipline 1s a focus on repairing harm done in
relationships and between people, instead of placing blame and punishment on students. Al-
ternative forms of discipline and punishment are difficult to navigate in education, as tradi-
tional disciplinary practices of punishment are already firmly in place in many societies. Ac-
cording to Hopkins (2022), “This approach to conflict resolution challenges many notions
deeply embedded in Western society, and enacted in many homes, schools and institutions.
These notions mclude the ideas that misbehavior should be punished, and that the threat of
punishment 1s required to ensure that potential wrongdoers comply with society's rules™ (144).
This 1s why 1t 1s imperative to explore and be clear about the implications of alternative ap-
proaches with youth from historically marginahized, disenfranchised, and under-resources
backgrounds (Jagers, 2016, 3). While SEL 1s recommended for all students, minornty, margin-
ahized and disenfranchised groups have an additional benefit if SEL is culturally specific and
aware of their lustory and situation, i 1dentifying and resisting oppression. As Jagers (2016)
describes, “Resistance can lead to freedom, to determine, pursue, and attamn collective eco-
nomic, educational, and health-related well-being" (2). This quote from Jagers (2016), implies
a long-term effect of empowerment and well-being rather than temporary enforcement of
rule-following behavior.

To summarize, SEL services for immugrant and refugee youth must be developed mindful of
the history and experience of refugees (Ellis, 2011, 70). There are many ways of learming,
some students are taught to learn ‘effectively’ by attentive, passive listemng, participating in
dictation or in reading a text individually. But there are also many who enjoy and benefit from
active styles of learmng. Multiple learming styles and ways of engaging with the content being
present i the classroom will expose how the students learn. Different cultural ways of know-
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mg and learning can include writing tasks, verbal or visual presentations, cooperative learning
or inquiry-based discussions (Cressey, 2020, 198). Students may possess strength in any of
these different styles of learming. In addition for educators to aid in students’ development of
sense of belonging, teachers themselves need to be socially competent enough to create this
prosocial leaming climate and utilize conducive instructional practices (Ibarra, 2022, 6).
Well-meaning educators often lower their expectations for certain students, based on the edu-
cators’ perception of the students' imitations, without realizing these lowered expectations are
tied to teachers implicit or unconscious biases of these students. These implicit and uncon-
scious biases may be developed from socialization and misinformation about working with
students of color or with students of differing abilities. Though the educators are well-
mtentioned, the student does not necessarily need lowered expectations but appropriate ac-
commodation, scaffolding and extra support to reach expectations (Cressey, 2020, 198). Set-
ting lngh expectations for these students and helpmg to facilitate the process to build their
skills and reach these goals helps the inclusion of the students, their self-esteem and belief in
themselves. Social awareness in students and adult educators alike can be described as the
ability to recogmze social and cultural norms, and SEL programming and cwriculum can be a
natural way to invoke this exchange in the classroom by collaborative discussion and incorpo-
ration of diverse perspectives in the classroom content (Cressey, 2020, 199; Osher et al,
2016, 664).

2.2 Exploring the Immigrant and Refugee Demographic

This this section I will provide a bnief description of some of the challenges the immigrant
and refugee population face during resettlement and accessing mental health services. T will
review the topics of acculturation and resiliency specific to immigrant and refugee youth, as
two common phenomena in the resettlement process, and briefly describe racism and xeno-
phobia. T would like to note that I am reporting on these topics from the perspective of a
white, Westerner through literature review. I recognize that these topics are more nuanced and
multi-faceted that I can understand or give justice to, but 1t 1s imperative to address in this
research.

2.2.1 Mental health and wellness of immigrant/refugee youth
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Refugee communities are rarely able to access adequate health services, especially youth who
are 1n need (Simich, 2005, 263). In addition to some hurdles already mentioned previously,
difficulties also include distrust of agencies, cultural barmers, privacy issues, stigma, famuly
dynamics, bureaucracy swrrounding status/eligibility, and musunderstanding on the part of
domestic staff (1bid). A distrust of the system and authonity may not only be due to unfanmli-
arity and cultural stigma, but also be in part due to previous experiences, perceived or actual
racism and xenophobia. Mental health promotion among immigrant and refugee youth re-
quires an integrated approach to overcome existing hurdles (Ellis, 2011, 69).

Accessing mental health services tends to be difficult because of the lack of culturally appro-
priate services. Beyond language considerations, cultural inclusiveness and appropriateness
varies depending on the community and culture (Ellis, 2011, 71). Mental health services are
specific because they require a certain level of language fluency both for the child and par-
ents, and though newcomer youth develop quickly, full proficiency takes years (ibid). Even 1f
services are linpuistically capable and culturally aware, students also arrive with varying lev-
els in education and hiteracy in theiwr native languages (1bid). Literature has shown that addi-
tion solutions and models to address 1ssues of engagement are needed to critically further de-
velop the field of refugee youth and mental health (Elhis, 2011, 81). Immigrant and refugee
communities are more lhikely to access services (such as mental health) through ‘gate-way
providers’ which would include other parents, community members, teachers, or primary care
physicians (Stiffman et al | 2004, 190). Tlis 1s why mental health services for youth will be
more accessible 1f built on a broad platform of commumity, services systems, and youth en-

gagement.

Newcomers may have existing social circles when armving in a new country, but many usual-
Iy need to rebumld a disrupted social network. Many are without the social support they were
accustomed to in their own country and at risk of social i1solation (Simich, 2005, 260). Com-
mon informal social support 1s friends, relatives and neighbors who can be from the same
ethme groups (Simich, 2005, 262). Friendships are a primary source of social support for im-
migrant and refugee youth and are associated with psychosocial and mental health develop-
ment (Tsa1, 2006, 295). For young adults and the larger commumty, social networks provide
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compamionships, cultural identification, access to resources and social mobihty (ibid). The
importance of these informal social sources of support does not rescind the government's re-
sponsibility to provide adequate formal services and effectively strive for equitable access to
health care and social services. Social support 15 necessary for individuals to cope with imme-
diate and sustained crisis situations and improves self confidence that helps manage the ongo-
mg challenges during adaptation (Simuch, 2005, 260). Adolescents with both immigrant and
host society origin, the support of classmates and teachers has proven to be an important
source of protection agamnst mental 11l health. (Oppedal et al , 2004, 482)

The informal support newcomers receive from peers 1s not only informal emotional support
where 1t 15 needed, 1t also leads to professional and ethnic-specific connections and resettle-
ment (Beiser, 2008, 139), Widening and strengthening social networks increases diversity of
contacts, interactions and information, exposing them to further resources available (1bid).
For students, pro-social and intercultural peer programs and relationships are emotional pro-
tective factors in the resettlement process (Rossiter & Rossiter, 2009, 421). Additional protec-
tive factors for immigrant and refugee youth are positive relationships with both mainstream
and language teachers, counsellors, and other adults working in school resources (Rossiter &
Rossiter, 2009, 422). Using non-stigmatized services such as schools to engage the immigrant
and refugees' commumity in seeking resources and services 1s a promising strategy that leads
to further developing partnerships among providers and the commumity and integrating ser-
vices (Ellis, 2011, 72). SEL programs need to not only support the student but also reach out
to the greater commumty and build connections with the families (Ellis, 2011, 70). Social
awareness involves recogmzing social and cultural norms, being empathetic towards others
and understanding support systems and resources available for assistance (Ibarra, 2022, p. 3-
4: Osher et al_, 2016, 646).

2.2.2 Acculturation and Resiliency

Amongst the multiple variables of the resettlement process for immigrant and refugee com-
munities, mncluding family stability and economuc status, two concepts important for youth
spectfically are acculturation and resiliency (Rossiter, 2009, 412). Acculturation 1s a cultural
identity process of leaming how to orientate oneself between the host society and home hent-
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age; a common process for first generation immigrants and refugees (Schwartz et al | 2013,
156). Successful acculturation 1s 1f the student has aclueved sociocultural competence in one’s
own ethnic group and the environment of the mamstream society, a balance of supportive
communication from the two 1s important for development (Oppedal et al., 2004, 489). In
addition to acculturation, developing resiliency is crucial to resettlement for immigrant and
refugee youth. Resiliency 1s a term to describe successful adaptation despite many challenges
and the ability to confront obstacles and 1s the ability to have some control over negative be-
haviors that stress and adversity might cause (Bernard, 1995, 4). Resiliency 15 often included
m the field of education and psychology while considering students development, and there 1s
strong evidence that influences outside of the indrndual, such as other people, have a strong
mmpact on the process (LaBelle, 2019, 1-2). SEL programs have shown to provide effective
mtervention for youth i school settings and foster positive social and emotional development
while also enhancing resiliency (1bid).

Acculturation hterature usually focuses on the direct relationship between acculturation and
mental health, rather than the mechanisms that are a part of acculturation; processes which are
mediated through social and personal vanables such as social support (Oppedal et al , 2004,
492). Success acculturation 1s dependent on the balance between retention of home culture,
mtegration with the host country's mainstream society and developing social competencies
(ibid). Social competence mn the host country and culture develops for immigrant and refugee
adolescents by increased connection with extra-familial peers and adults within own ethnic
and host society contexts. Acqusition of social competence in youth can serve long-term
goals and outcomes for the students' lives and influence over developmental factors in their
new home country (Jones, 2015, 2289). These social connections and competencies are
sources of individual identity exploration and new cultural knowledge and skills (Oppedal et
al., 2004, 481-482). Social connections and support help mdividuals cope with stress, in 1m-
mediate crisis sifuations and build self-confidence needed to manage challenges m the adapta-
tion process. (Smmch, 2005, 260). Though connections and social support from the students
own ethnic commumnities are important, the development of host country specific competen-
cies plays a role as mediator and moderator 1n acculturation, as well as eases difficulties in
accessing more social support networks (Oppedal et al., 2004, 489).
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Migration and the process of acculturation are experiences that can affect youth negatively
due to many vanables, but findings in psychological adaptation of adolescents do not always
find an increase in low self-esteem or 1ll health, overall conclusions are these adolescents can
adapt just as well and as healthy as host counterparts (Oppedal et al , 2004, 481). Immigrant
and refugee students can develop self-esteem and confidence despite hardships. Self-esteem 1s
an outcome of psychological well-being; however, self-esteem plays a role in mediating men-
tal health interactions with socioenvironmental experiences and mdividual characteristics,
thus works cyclically. Youth who lack close relationships or bear feelings of failure and mad-
equacy can be targets for negative groups and activities that offer feelings of belonging and
self-esteem (Rossiter & Rossiter, 2009, 425). The support from both family and friends are
both important for positive psychological adaptation, less family and friend support correla-
tives with less host country and ethnic competence and overall yield strong negative effects
on mental health (Oppedal et al , 2004, 490).

As youth learn their new language and potentially acculturate, the intergenerational gap grows
(Rossiter & Rossiter, 2009, 416). Youth often find themselves between the host and home
cultures of conflicting values systems and less able to relate and please older generations in
their families and back home (1bid). Necessary protective factors in these cases are commumni-
ty groups of support, such as religious activities with faith communities and cultural organiza-
tions (Rossiter, 2009, 422). There needs to be options for immigrant and refugee youth and
community members to be able to keep participating in their culture and their beliefs even in a
new environment. To feel rejected by one’s own hentage or the host cultural commumties, or
both, would further marginalize an already marginalized group and invoke a cultural identity
confusion for the imndividual (Schwartz et al | 2013, 162). To re-build friendships and social
networks after arnmving in a new counfry 1s imperative for immigrant and refugee youth be-
cause the difficulties involved in resettlement can threaten their psychosocial development
(Tsai, 2006, 262).

Ideally the public sector in host countries could implement practical cultural competencies
(such as translation/mterpretation at all service levels), better coordination of information and
an increase i referral services for more seamless mental health wellness support. But the mn-
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evitable accessibility gap due to lack of awareness of existing services for newcomers can be
alleviated by mainstream contact points (health centers, schools, libraries, community centers)
providing effective, useful and recommended cultural programs (Simch, 2005, 265). Social
networks are sources of empowerment, social integration, network building, sharing relative
experiences, problem solving and reducing stress, all contributing to positive mental health
(Simuch, 2005, 260). Social support within an ethnic group are psychosocial protective factors
when combatting racism and xenophobia, particularly in the resettlement phase and youth
with a sense of cultural identity and belonging are less at-risk than those without (Rossiter &
Rossiter, 2009, 421 Tsai, 2006, 295).

This 1s not to assume that the mcreased number of social networks and support will alleviate
all concerns the immigrant and refugee demographic has during the re-settlement process.
Especially systemic barriers such as language, inequahity and racism will be consistent for
many minority groups. The presence of social networks and supports has promise 1n building
an individual's healthy emotional foundation while immigrant and refugee youth navigate
acculturation, gain resiliency and grow into their new communities.

2.2.3 Racism and xenophobia

It 1s relevant to mention concerns of racism and xenophobia the immigrant and refugee demo-
graphic faces when immigrating to a new country. Though these topics are woven throughout
the hiterature consistently, this dimension of the immiprant and refugee experience must be
mentioned directly. It would be uresponsible as a researcher to not confront the reahties of the
topic directly and how it relates to the immugrant and refugee youths' experiences in the edu-
cational environment.

Despite successes in public politics, entertainment, business and education, research on mi-
norifies commumities i the US highlights imequities in criminal justice, educational, econom-
ic and health-related sectors (Jagers, 2016, 1). Perceived and experienced discrimination, rac-
1sm and xenophobia while seeking formal, systemic support 1s a consistent reason why mmmi-
grant and refugees turn to familiar and ethnocultural commumity support 1n 1mitial stages of
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reseftlement (Beiser, 2008, 139). Sticking to an ethmically specific group of peers 1s an easy
coping strategy response to stress and particularly a response to the environmental stressor of
racism in a racially mixed environment (Lee, 2001, 62; Tsa1, 2006, 293). The role of teachers
as sources of support and role models i the acculturation process for immigrant youth 1s not
straight forward. This support network in particular 1s mobilized when students are experienc-
mg burdens of strain, on the other hand, some teachers can be sources of institutionalized dis-
crimination (Oppedal et al., 2004, 490).

Educators play a role in the disproportionality of outcomes based on race, gender and disabil-
ity, for example separate special education placements, suspension, expulsion, law enforce-
ment referrals, discipline and seclusion (Cressey, 2020, 198). Implicit bias 1s a player in meq-
witable outcomes, and educators can make it a prionty to work against disproportionahty
(through structure protocols, polices and data) that exists in schools and society (1bid). A part
of the resettlement and migration experience for some refugees often mncludes an abuse of
power by authonty i their own country or host country, and cases varying on extremuty (Elhs
et al, 2011, 70). The socioeconomic position of immigrant parents and the position of segre-
gation in the form of language learming for immigrant students mirrors one another, these sep-
arations exist i schools and society, this comparnison shows how schools perpetuate the elu-
sion and discrimination to reproduce social inequality (L1, 2010, 132). Segregation of immi-
grant and refugee students in schools based on language abilities 1s a representation of how in
society an amount of segregation is seen as acceptable. Experiencing discrimination and mar-
ginalization 1n school are detrimental to psychological development of students (Oppedal et
al, 2004, 481).

Racism and xenophobia exist historically and systenmcally in Western countries such as the
US, 1t 1s important for educators to remember this when working with a minority group and
understand the ways in which a school could reflect inequalities. The recognition of this histo-
ry and reality into curriculum and structure makes a more equal educational experience for all
students.
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3. Methodology & Methods of Research

From the Theoretical Framework, I was able to establish how SEL can be used 1n a culturally
appropriate manner and assert why SEL may be necessary for immigrant and refugee youth's
reseftlement process. From the literature context, SEL appears to be culturally appropnate to
use with immugrant and refugee youth when it 1s employed with curriculum that includes di-
verse perspectives, when educators intentional reflect on their own biases, and when extra
supports and flexible discipline 1s i place to support students with different learning needs.
This population of students also may benefit from SEL because of the stressors of resettle-
ment. The Theoretical Framework relates to my research question by illuminating areas of
concemn in already existing SEL, with the immigrant and refugee demographic in mind, and
by providing solutions in making SEL culturally adaptive and inclusive. To further answer my
research question, I propose confrasting my theoretical conclusions with an empirical study.
This study implements an ethnographical research design to explore the cultural dimensions
of SEL and SEW with immigrant and refugee youth by sharing the students' stories and re-
flections of their time in an SEL program and observations on the adult facilitators' role in

SEL programs.

This research implements a critical ethnographical research design to explore the cultural di-
mensions of SEL with immigrant and refugee students through the literature and empirical
data to determine whether SEL is culturally adaptable and appropriate for this demographic of
youth. This chapter will describe what critical ethnography 1s, lughlight the philosophical
roots upon which ethnographic research 1s founded, as well as the methods and steps that
were employed to collect data. A rationale for the applicability of the critical ethnographical
approach to my research question will be described and a detailed breakdown of the research
procedure will be presented (including program details, participants, data collection and data
analysis). I will also speak of my subjective stance and the implemented measures to ensure
the credibility and trustworthiness of this study. Fmally, ethical considerations will be dis-
cussed.
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3.1 Methodology: Critical Ethnography

Critical Ethnography 1s an approach to ethnographic research that imphes an ethical responsi-
bility to address the wider systemic and social mjustices and unfaimess that exust (Madison,
2012, 5-7). I have used D. Soyim Madison’s (2012) defimtion of ethical responsibility as “a
compelling sense of duty and commitment based on principles of human freedom and well-
bemng” to frame my understanding of ethical responsibility when using Crnitical Ethnography
(5). Omnginally, I was drawn towards implementing an ethnographic methodology because
traditionally ethnography 1s used to study people and cultures, ethnography allows the re-
searcher to mcorporate many forms of data, and ethnography admits that the researcher can-
not be fully removed from the research (Fetterman, 2019, 2-3). But due to existing concemns
around ethnography, such as varying interpretations of the defimition, accountabihity and ethi-
cal regulation, I found Critical Ethnography to be a better appropnate approach that 1s aligned
with my goals of the research (Hammersly, 2018, 2). Crnitical Ethnography requires the re-
searcher to go further than asking “what 1s” but to consider “what 15” within the context of
power structures, social control and ideologies (L1, 2009, 289).

In the case of using Critical Ethnography, researchers desire to take the audience deeper into
surface appearances, questions neutrality and assumptions (Madison, 2012, 5). For example,
m my research, rather than deciding SEL 1s an objectively good practice with all students (or
people), I wish to challenge that assumption and explore the details. Entering my research, I
am open to finding negative experiences or feedback. I am choosing this research topic to
challenge my own beliefs and experiences. I have had overwhelmingly positive experiences
with SEL and students, but I recognize that as a Western, white educator working with groups
with vastly different circumstances than myself, I cannot determine my experiences decide
what 1s objectively positive. My ontological position 15 between critical and constructiv-
1st/interpretivist as I wish to gain understanding of subjective perceptions and create change to
benefit oppressed groups (Outhwaite & Turner, 2007, 588). Epistemologically speaking my
research 1s a study of social structures, considering the power dynamics inherent to such so-
cial structures, with the goal to represent the researcher and those researched (1bid).
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To buld my Crntical Ethnography I utilized methods described and detailed by Madison
(2012) as follows: Starting Where You Are, Being a Part of an Interpretive Community,
Bracketing Your Subject and The Research Design & Lay Summary (21-24). Starting “Where
You Are’ encourages the reader to honor their personal history and knowledge and let this
gude the researcher intuitrvely to their research question and what they really want to mnvesti-
gate about society (Madison, 2012, 21). At the stage of ‘Being a Part of an Interpretive Com-
munity” 1t 1s important for the research to familianize themselves with other studies and litera-
ture of the topic(s), and to be both mspired by and critical of such existing research and litera-
ture. This will educate the researcher on content, form, methods, context and examples of
what 1s already n the commumty (Madison, 2012, 22). ‘Bracketing Your Subject’ 1s the ac-
tion of contemplating a purpose and formulating ideas, this step 1s solidified mn creating and
confirming the research question (Madison, 2012, 22-24) “The Research Design & Lay
Summary” 15 the process of creating a research design and plan that will ground the researcher
throughout their research and one that 15 easy to communicate to others, particularly the re-
searched so that the participants understand the process and contribute to informed consent
(Madison, 2012, 25-27). Building and executing Critical Ethnography m these steps has en-
sured that Theoretical Framework will be presented in a critical manner in which the specific
group and dominant culture 1s considered. The active research methods of mnterview and ob-
servation have been constructed with the participants rights as the central concern, from in-
formed consent to the way the questions are structured. The methods chosen have been so
with the intention to include diverse perspectives that are not from the dominant culture (in
the case of this research the US) and a critique on the dominant culture itself. The data analy-
s15 form has been chosen for analysis to be as straight forward as possible. Findings presented
mcludes participant voices directly and researchers educated analysis along with the research-
ers' observations, hypothesis and disclosure of hmitations.

My research took many ethical considerations into account during the whole research creation
and implementation process. I was able to work directly with the non-profit IRCO (Immigrant
& Refugee Commumty Organization) and academic SEL program I had previous experience
and relationships with. This program is called RISE (Refugee & Imnugrant Student Empow-
erment) and included several active groups of immigrant and refugee students. I will describe
m detail the context of the program, different proups and the non-profit. I recruited mterview
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participants from connecting to the graduated students through the programs RISE-Up group
(a virtual sector of the program for college students), and through previously established con-
nections with the non-profit. Before starting the interview process, I clearly explained the re-
search, ability to withdrawal consent at any time, and sent every participant their informed
consent forms. I also explained that such personal subjects of age, culture, gender, language
and religion may come up in the interviews and participants can choose to not disclose any
mformation if they do not feel comfortable. I recorded written and spoken consent from all
the interviewed participants. When saving the interview data, each participant was given a
number (Participant #1, #2, etc.) in which their recordings and franscriptions were saved, and
their names (if mentioned in the transcripts) were taken out during transcribing. TRCO em-
ployees (program director of RISE, facilitators and HR) also received a detailed research pro-
posal and mformed consent forms. Due to my previous history with IRCO and the affiliated
public ugh school, I had already submitted the necessary background checks and paperwork
to work with students i the US public school system.

3.2 Methods of Research & Data Collection

In this section I will present details about the program (RISE), where I collected my observa-
tional data and from where I found my interview participants, I will provide a brief history
and description of the RISE program and the non-profit IRCO. I will also outline how the
RISE program functions, how I participated while collecting observational data and how I
structured and conducted my semi-structured in-depth interviews. I will also provide details
on the participants mvolved (observations and interviews) and any further information or de-
tails necessary to understand the interviews and hmitations.

3.2.1 Context

My research 1s centered around the immigrant and refugee youth who participated in the aca-
demic SEL program RISE, provided by the non-profit orgamzation IRCO 1in the US state of
Oregon. RISE 1s an after-school academuic and SEL program that i1s facilitated Monday
through Friday at Oregon’s largest hugh school, in the city of Portland. A program, which I
volunteered with during my undergraduate studies, and worked with as an employee after-
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wards, and with which I still have strong connections. At RISE we conducted after-school
tutoring on Monday, Tuesday, Wednesday and Thursday, while Fridays were alternating spe-
cial activities such as life skills workshops, social-emotional wellness groups, field trips or
leadership team meetings. The academic tutoring was provided by adult facilitators employed
by IRCO and adult volunteers from the local community. Every day the academic program
began with 15-30 minutes of intentional SEL exercises (which we called “Opeming Circle”),
mcluding but not limited to check-in activities and get-to-know-you games, all which were
suitable for any Enghish level and facilitated by trained IRCO employees that also worked as
tutors. Check-in activities and opening games would be with the goal to see how the group of
students are feeling, test out energy levels, bring laughter and voices into the room after a
long school day, and to get to know each other. We also provided an alternative to academic
tutoring (if students did not have homework or anything to do after school), two days a week
called ‘Conversation Club’ which were SEL-informed activities, exercises or lessons, facili-
tated by an IRCO employee with the assistance of a volunteer tutor or student leader.

The RISE program and what 1t 1s today was ongimally spearheaded by Negin Naraghi, a hi-
censed counselor i the state of Oregon. Negin came to the US as an immigrant from Canada
and migrated to Canada as a teenager after growing up i Israel, where she was bom and
where her family had sought religious refuge. Negin bult the program based on her expertise
stemming from her Master's Degree studies in Psychology from the University of British Co-
lombia, her experience as a licensed counselor in Oregon state, years of experience facihitating
SEL programming with immiprant and refugee youth in Canada and working with Partners
for Youth Empowerment Global (PYE Global). Negin remains with RISE as the lead facilita-
tor of the SEL groups available for students through the RISE program.

IRCO 1s the largest commumity-based non-profit organization i Oregon led by immuigrant and
refugee employees and works in both states of Oregon and Washington IRCO provides cul-
turally specifically re-settlement services for the immigrant and refugee population in the
form of career readiness and seeking services, educational support, child and elderly care,
translation services, stable housing options and legal services. IRCO has nearly 40 years of
experience in the commumty, being founded 1 1976 by refugees for refugees who were orig-
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mally seeking workforce services. In 2021 IRCO reported that in the state of Oregon alone
there were 412,396 foreign-born residents, accounting for 10 % of the state's population.
IRCO engages newcomer community members i over 60 sites, including IRCO’s own cul-
turally specific centers, Africa House, Greater Middle East Center, and the Slavic, Eastern
European Center & Pacific Islander & Asian Family Center and is serving up to 25,000 new

community members a year.

3.2.2 Observations

The following image 1s a visual representation of the RISE program and its different services,
to clearly 1llustrate and understand the different student groups of RISE I worked with when
collecting observational data and when programming occurred. The purple box on the left
represents the main RISE program and the blue boxes on the right are specific student proups
stemming from the original RISE program but which have specific goals and activities for the
student group needs:

Figure 2 "RISE Programming Groups and Schedule’

The days of the week and months show when these groups and programs are active for stu-
dent participation. I worked with a total of four different proups of RISE students, high school
students (regular RISE), college students (“RISE-Up"), a SEL group (‘Better Together’) and
RISE summer school. Before reaching the US from Finland, I started working with ‘RISE-

Up’ which 1s facilitated online for college and university students who graduated from RISE
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and high school who were seeking academic and emotional support. ‘RISE-Up” 1s facilitated
online two days a week, one day for academic work and one day for emotional support work.
I started working with ‘RISE-Up® virtually from Finland, to re-acquaint myself with the col-
lege students and re-establish our relationship before requested mterviews. ‘RISE-Up’ con-
sisted of all young adult college students, (10 of which I was able to interview for interview
data). Once I arrived in the US, I worked with RISE i person and the other three groups of
RISE students (described above). The mamn RISE program 1s facilitated at the high school and
consists of three hours after school Mon-Thurs of academic help and SEL activities, Friday
reserved special events or activities.

I also worked with two summer school groups. RISE summer school 1s a series of three-hour
sessions, over the course of four weeks Mon-Thurs, during the month of July while there 1s no
regular school for students. RISE summer school 1s different because these students are either
newcomer students who have recently arrived in the US, immugrant or refugee students al-
ready in high school who needed extra English language support, or immigrant and refugee
students (all learming English) who have just fimshed muddle school and are about to start
high school 1n the upcoming year. These sessions were a blend of SEL activities tailored to
suit any language level, English-learming support games and team-bulding activities.

The last group, ‘Better Together’ I worked with was a two-week support group consisting of
all SEL work, facilitated by the licensed therapist and the original creator of the RISE pro-
gram, Negin ‘Better Together’ was special for several reasons. The group of students was a
combination of 1% generation and 2™ generation immigrant and refugee students (all RISE
students are usually 1* generation) and none of them were still currently learning English as a
second language (all RISE students enter as English language learners but are welcome to
stay if they exit English-development classes). The curriculum for this program did not in-
clude any English language learning specific components, the group was only focused on de-
veloping SEC, there was also no academic component; the sole pure purpose of this group
was to help students gain SEC/SEW Content and activities included a comprehensive lesson
plan learming about the evolutionary reason humans expenience anxiety and stress, how stress
and emotions show up in the body physically, discussing how we cope with our emotions in
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daily life and learning strategies to de-stress and handle amxiety. This group took place over
the summer but was structured exactly the same as we structure our SEL groups that happen
during the school year. We start by identifying how emotions come up physically in the body,
for example, providing the students two outline 1mages of a human body and asking them
with colored pencils, paints, whatever they like, to draw how they feel when they are calm
and happy on one outline versus how they feel when they are stressed or anxious on the other
outhine. Then we learn together about how and why humans feel stress, how stress and anxie-
ty may be an evolutionary trait from prelistoric times when humans had other types of prob-
lems (such as predators), but how now we still have physical symptoms of stress and anxiety.
We move on to leamn about, reflect on and discuss topics such as mnner self-talk and percep-
tion, growth, panic and comfort zones, to name a few. All sessions are cushioned with inten-
tional opening and closing activities to help the student's warm-up and cool-down from the
course content, help them get to know each other and share their stories if they feel comforta-
ble. This group and these type of SEL groups we facilitate at RISE provide a good example of
some simple but informed SEL practices and exercises.

Below 1s the same visual representation of RISE but to clarify my participation and how I
collected data from each group:

OBSERVATION & PARTICIPATION & INTERVIEWEE
RECRUITMENT

OBSERVATION & PARTICIFATION
OBSERVATION & PARTICIPATION T

OBSERVATION & CO-FACILITATION

Figure 3 "RISE Programming and Data Collection

I choose IRCO and the RISE program because 1t 1s the only program I am familiar with that
provides the type of services in which this research can be conducted. Due to my experience,
time and closeness with the orgamzation and program, I have established trust and access to
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the orgamization, program and group. I also have the experience and expertise to know how to
work well with this group, observe and inferact to mimmuze the amount of harm or tampering
with the research data. The group of students 1s the exact demographic I wish to study, and
the group is special because they are already familiar with me and due to my relationship with
the other adults in the orgamization and program, I have a long history of preestablished trust.
I hope that this trust allows the students to feel comfortable being as candid and honest with
me as possible in the interview process and naturally mvokes a safe space in which they share

their opinions.

This research and the subsequential findings could be used for future educators that wish to
use SEL methods with their students, SEL-facilitators reflecting on their own experniences and
methods, or the academic audience that 1s working with SEL curriculum and immigrant and
refugee students. The Findings section from this project exposes topics which researchers
could focus on and expand upon, for example, any of the following subthemes and themes
found provide areas of future mvestigation.

3.2.3 Interviews

I obtamned my data through observations taken as a participant and co-facilitator with the stu-
dents who are currently in the RISE program as well as interviewing 10 of the adult college
students who had already been through the RISE program and affiliated SEL activities. The
10 students I mterviewed graduated from high school and had participated in the RISE pro-
gram during high school for a mumimum of one year, up to four years, and had graduated from
high school no more than six years ago. All the students were either in commumty college,
umversity or in the process of graduating and career seelung. I choose to only interview stu-
dents who are over 18 years old for ethical reasons. These students had already been through
the program and high school experience, and now as adults, have developed a sense of inde-
pendence and autonomy, do not need consent from an adult family member, and have had
time to process, and reflect on their time and feelings. I also hope that due to the fact they are
older, adult, more independent and autonomous, that this helps them be honest with me, the
researcher, when discussing the topics of SEL and culture, in addition to the pre-established
trust we have All of the students had a pre-established relationshup with me, and I had
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worked with them either as an adult mentor, facilitator of the RISE program or tutor. The ca-
pacity at which I personally worked with each student 1s not mentioned specifically because
the nature of the interviews 1s based on generalized feelings about all the adults who worked
for RISE and the SEL services we provided, which included a generalized expenience of all
these roles (mentor, tutor and facilitator), of which the duties frequently blended together.

When developing my research plan, interview data was central to my planned data collection
process. Due to the nature of the research question, I find it completely necessary to mclude
the voices of the students themselves in this research, and to center those voices as data in the
narrative of research. My findings from the interview data will be related back to the literature
and observational data, but the interview data 1s the most central content to this research pro-
ject. The perspective, expeniences, voices and stories of the students and their cultural expen-
ences with the RISE program and SEL content will be the driving force behind the result and
conclusion of this research project.

I held semu-structured, in-depth mterviews with 10 immigrant and refugee students all who
are currently at different levels of their college and career experience. The interviews were
between 30 minutes to two hours. All participants identified as male or female, I interviewed
four males and six females. The participants spoke at least two and up to 18 languages and
were from eight different countries of origin (where they were bomn as reported by them). Par-
ticipants were between the ages of 19 — 24 (as reported by them — ‘real’ ages vary for imm-
grant and refugees due to birth certificates, visa requirements and educational law concerns).
During the time of interviewing, I had known all students' mimimum of three years and maxi-
mum of seven years, and the students had not graduated longer than six years ago. The follow
table 1s a summarize of the interviewee participants demographics:
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Table 1 “Participant Demographics’

Participant Age & Origin Languages Yearsin Year Graduated
[pseuvdonym) Gender Country RISE High school
Diaco 24 - Male Irag English, Arabic 3.5 years 2017
Massawa 19 - Female Ethiopia Tigrinya, English 3 years 2021
Abdullahi 22 - Male Somalia Somali, English, 1year 2018
Arabic, Turkish
Aziza 23 - Female | Afghanistan Pashto, Dari, 3 years 2015
Urdu, English
Imani 22 - Femnale Kenya Somali, English, 7 years 2015
Swahili
Fatuma 22 - Femnale Uganda Somali, English, 1year 2015
Ugandan, Swahili
Bintang 20 - Male Malaysia Rohingya, English, B years 2015
Bahasa Malay,
Hindi, Korean
Lian 21 - Female China Mandarin, English 5 years 2018
Marlam 21 - Female Ethlopia Amharic, Oromo, 4 years 2020
English,
Ahmed 23 - Male Somalia Somali, English 3 years 2018

The mnterviews were either conducted mn a public place (coffee shop in the city) or via Zoom
m which the student and I would be at home. All interviews were conducted in English, I rec-
orded each mterview, took notes and transcribed each interview. I obtained consent to collect
the data from each student digitally with a digital signature, and verbal consent recording in
each interview. Interviews included eight open-ended questions in which the students could
answer as simply or in-depth as they pleased, or pass. Additional questions were added, or
some questions were changed, during mterviews for clarification purposes or to request fur-
ther description on something the students mentioned that I found relevant, or if a student had
a question or concern themselves, we took time to explore that as well. I would also ask about
the specific SEL groups and activities they participated in, if they would have felt more com-
fortable with non-white facilitators or someone from their own culture/country, how they felt
about adults using the English language or if they preferred we have tutors or adults who
spoke their language(s), but these may be structured differently for the student to understand.
The following 1s an example of various questions used.
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Interview Cuestions:

#1.} If you told someons about RISE, what would you say?

#2.) What parts of RISE helped you the most?

#3.) Are there any parts of RISE you would change?

[What would you add?]

#4.}) How did it make you feel to be at RISE and to be around so many people that are diffarent from you culturally
[peers and adults]?

#5.) Did you ever feel or notice the difference between you and the adults [culturalby] at RISE?

#6.) Do you feel your culture was respected at RISET

[Da you feel your religion was respected at RISET]

#7.) How did it make you foel that RISE was always facilitated in English?

[Why did you prefer it was English?] [Did you ever wish it was facilitated inyour languager] |Why would it be unfair if it
was facilitated in another languager]

#8.) Did you benefit mare from RISE socially or academically and why?

Figure 4 Interview Questions’

The main challenge I experienced was commitment to the interviews and timely scheduling of
the interviews, which 1s a challenge I expected. This demographic of students usually has
many responsibilities, and it can be hard for them to find time to volunteer, so my biggest
challenge was scheduling and keeping the interviews, which 1s why they were not all n per-
son during my time in the US but also via Zoom. There were not many other 1ssues in obser-
vation and working with the groups or interviewing the participants.

In total I worked with and observed these different groups for 36 days and a total of 65 hours.
My roles during these groups varied from observer, participant, co-facihitator and mentor. In
all the groups I observed, spoke to, interacted with and worked directly with the students. In
RISE and RISE-Up, I participated in games and activities, acted as a volunteer and tutor, but
did not facilitate any games or activities myself. In RISE summer school and the summer SEL
group I facilitated games, activities and discussions myself while also co-facilitating social-
emotional lectures, discussions and reflection sessions. Most of my observations were taken
after the sessions with the students when I had time to sit down and write, but some were tak-
en on location at the time, 1f I was able to and 1t was urgent to take observations. Interviews
were set-up in person or over the phone by me directly with the student, and all interviews

were recorded.



3.3 Thematic Analysis

I used Thematic Analysis to analyze my interview and observational data. Thematic analysis
was the most appropriate form of analysis for my research because it can be used with large
quantities of data and several types of data. In this section I will describe my process with
each data set. Due to having much more interview data and how in-depth the data 1s, I will go
mto detail about my analysis of the interviews first, and then briefly describe my process in
analyzing the observations, before presenting findings in the same order.

I followed the six phases described by Braun and Clarke (2012), outlined below with details
regarding my personal process with the interview data (60-69):

1. Famihianzing yourself with your data:
Interviews, whether conducted in person or via Zoom, were recorded. Every interview
was listened to once alone, transcribed using software, and listened to and read again
while reviewing the transcriptions to correct any mistakes (which was done twice).

2. Generating codes (inductive open-coding and semu-inductive focus-coding):
I began coding by open-coding half (five) of the mterviews, which means every single
line for transcript was coded m order for codes to emerge mnductively. Then I coded
only relevant matenial from the transcripts (focus-coding) in the remaimng half of the
interviews with the codes I created from the first half of the interviews (semi-inductive
codes).

3. Searching for themes:
Themes naturally emerged wiile reviewing and coding the data, there were patterns in
what codes emerged with others, and what questions prompted which codes. I osculat-
ed between Phase Three and Phase Four multiple times before confirming themes.

4. Creating and reviewing themes:
Themes were easy to notice, but many codes and multiple codes fitting into multiple
themes made 1t difficult to organize codes into themes easily, I will explain in detail
how I made decisions and organized codes into themes further along.
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5. Defining and naming themes:
This part of the process of defining and naming themes was done several times to fi-
nalize themes and confirm their relevancy and usefulness to the research question.

6. Producing and presenting the research findings:
My findings from the interview data will be presented with my relevant observational
data m Fmdings and eventually discussed how the Findings relate back to the litera-
ture m Discussion.

The steps provided by Braun and Clark (2012) helped me orientate my data during the analy-
sis process. However, as noted above, I moved back and forth between several phases as
Braun and Clark describe, “Moreover, analysis 1s not a linear process where you simply move
from one phase to the next. Instead, 1t 15 more recursive process, where you move back and
forth as needed, throughout the phases” (16). This sentiment resonated with my research pro-
cess, moving from Searching for Themes to Creating and Review Themes was not linear, I
moved back and forth through several times to make my analysis concise and focused, which
I describe 1n detail in my Analysis Process section for transparency.

I used the same phases for my observations, but the process was much shorter and easier. My
observations and the following analysis were wmitten partly by hand because of the na-
ture/environment 1 which observations were taken It was easiest to use a notebook every
day for observations and field notes. I took field notes and observations during the program-
ming sessions and right after in a notebook, because of this I also did part of my analysis by
hand. I will briefly describe the process here before going mto detail further along. 1.) Famul-
1arizing yourself with your data: Read and re-read my notes during observational period to
make further reflections and notes for details and clanty. Read and re-read throughout the
research process before starting and during analysis. 2.) Generating codes: Inductively coded,
only focus-coded relevant material 3.) Searching for themes: Themes naturally emerged and
were created when I typed up all the wnitten codes in a document, Facilitation, Discipline and
Activities were my final themes. 4.) Creating and reviewing themes: Needed to create and
reduce codes once and reviewed themes twice. 4.) Defining and naming themes: Unlike inter-
view data defining and naming themes was a lot more straightforward due to less codes, and
only needed to be done once. 5.) Producing and presenting the research findings: Findings

were easier to come to and vahdate because there was no interpretation of other people's
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words, the interpretation of my observations was from my perspective and more focused on
the adults and myself as I was co-facilitating and de-briefing sessions with adult facilitators.

3.3.1 Analysis of Interviews

Originally, there were an overwhelming number of codes to orgamize and analyze from the
mterview data. I attempted to code several times to make more succinct codes, but the truth of
the matter 1s that there would be many codes, and I as the researcher it 1s my responsibly to
identify what was a code, what codes could be combined, or which codes were a larger theme.
From 111 pages of transcript data, I had so many codes because I coded anything I thought
meaningful or frequent enough to be deemed a code, my attempt at re-coding didn’t neces-
sarily help because 1t gave a similar result. The part of this process that granted the most clar-
ty was when I began organizing the potential codes into their own documents. Here T will
provide examples of my reasoning process before presenting Findings. Final codes and
themes will also be presented in a table in this section.

Below 1s an example of the original number of codes and a description of reducing codes
from 65 to 17:

Potential Codes:
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1. Mainstream 17, ExbibtingSEC B 53. Respect
classes/teachers 1B, BlSEcultura 35. Lasting relationships 54, Tme
L. EBerypsald 15, New Experiences 36, Lowe 55. 'RISE’ English
i, eFRbieee 20. Fue by, mEeoed ey Sb. —earpapbaEchast
B 21, cEreabedt e 38. Adult Mentorship e
5 Tutors 22, Eesling welcomad 19, Schoolenvironment 57, Colleage belp
6. Missing Home 23, Academic Prascure 40. “Me gne inmy family 5B. Enjoying SEL
7. Enparding #ISE 23, Ak ervicoRment wert o collega” ackivitesgrous
L AmRr——mem e 25. Someone to talk to 41. Building confidence )
9, Fotuore 26, SocislSuppert B e e 60. Accessing resources
L 27, Hardsbips 43, White people 61, Zhuddattenk bavautkd
R 28, feelrpdiiaren: S e Lol e
e 259, ldentifying with 45, Fopg 62. Motivation & goal
12, 5afe space multiple cultures ST mTeRewondocoind setting
13, Leadarship 30, Home Culture & 47, Culturs B3, socalancdaty
14, Aouldn't ba whara | Family 4R, Canpsty 64, Learning English
amtoday without BISET 31. Cammunity 49, Enargy B5. Esaling haooy
15. Relationships & 32. Desire toinclude 50, Cultural exchangs
connections families 51. Adults making effort
16. Academic Help 33, Diversity e ]

Figure 5 “Original Codes’



Codes 1n this image in bold were either combined or expanded upon to create themes or made
mto their own theme. The codes Relationships & Connections and Lasting Relationships were
combined to create the theme Relationships & Connections because of how frequently they
were used together, how broad the codes were and how often they were coded with another
code; they were more useful as themes rather than codes. Similarly, instead of being a code,
Academic Help, Learning English, and Home Culture & Family became themes, because of
their broad descriptions which many other codes which fell under their description, and their
individual importance.

Codes that have been strikethrough-ed were removed for urelevancy to the research question,
lack of frequent use or combined with/absorbed by another code due to stmularity in how they
were used. American culture was combined with Whife people to make its own compound
code. The terms ‘white people’ and *American culture’ are two different terms, but they were
used essentially the same by participants. Feeling happy and Fun were removed due to wrrele-
vancy to answer the research question, and because when they were mentioned in relevancy to
the research question, there was a more preceding code they belonged under. It was difficult
to make the decisions on which codes remained while looking at the codes themselves, they
all feel important. The process of orgamizing each code via their own document was essential
m finding codes that were repetitive, urelevant or in actuality a larger theme.

Below 15 an image of my final 17 codes:

1. Mainstream classes/teachers 10. Building confidence
2. 5Safe space 11. White people/&merican Culture
3. New Experiences & Open Mindedness 12. Cultural exchange
4, Someone to talk to 13. Adults making Effort & Time
5. Idemtifying with multiple cultures 14, 'RISE' English
6. Community 15. Homework & College Help
7. Desire to Include Families 16. Accessing Resources & Opportunities
8. Diversity 17. Maotivation & Future
9, Adult Mentorship
Figure 4] "Final Codes’



The indrvidual code documents containing affiliating quotes helped me in Phases Three-Five
of analysis. This process also helped me see themes easily as I quickly started to notice what

codes had in common or how they were specifically different. I will explain how my codes
and themes interact in more detail in Findings. Below 1s a table creating of the final codes
organized into subsequent themes and final themes, which will be the foundation for the Find-

mgs section and give a basic idea of what I will discuss. Codes are re-arranged in the order

they will appear n Findings.
Table 2 *Codes, Subthemes and Themes’

Code: Subtheme: Theme:

Homework & College Help Academic Success Empowerment

Adult Mentorship

Motivation & Future Goals

Accessing Resources &
Opportunities

Mainstream Classes/Teachers

'RISE" English

Safe Space

Learning English

Mew Experiences & Open
Mindedness

Building Confidence

Diversity

Student |dentity

Community

Cultural Exchange

Someone to talk to

Relationships & Connections

White people/American Culture

Adults Making Effort & Time

Respect & Care

Identifying with Multiple Cultures

Desire to Include Families

Home Culture & Family

Integration & Adaptation

Below I am also providing a full list of my final codes with examples from the transcriptions
to illuminate what type of excerpts would be affihated with which codes. Please note that
English and grammar are not perfect as they are direct quotes from the students and only

lightly edited.

Table 3 “Codes and Examples’

| Codes:

| Excerpt from Transcript:
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Homewaork &

“If 1 did not have found RISE, [...], | don't know if [I] would be able to even go to college,

College Help to be honest. Like | would probably be that one person who, you know, loves education,
but because of not having the right techniques or methods...” -iImani

Adult Mentorship | “...for people like me for the college who doesn’t have someone to help them, it's great
to have that. They will get a lot of benefits."”- Massawa

Motivation & “You see the energy, | think that's what motivated them more, to study harder and work

Future harder. It's a place that help you to excel in your education, to also make you believe
that you are able to achieve stuff." -Diaco

Accessing Re- “Applications like all the stuff that | learned, | learned all that advice like how to fill out

sources & Oppor- | for scholarships, schools' applications, like basically the applications process, all that |

tunities learned from RISE, | did not learn in my classes, | did not learn in school.” - Fatima

Mainstream Clas- | “...she's [mainstream teacher] [...] she's just gonna shut you down to the point where

ses & Teachers

you don't even know what's happening in her classes, right? You're afraid to ask in her
classes and stuff like that. [...]" - Imani

‘RISE’ English “That's why sometimes when we say something in RISE, we say like, slowly and clearly,
right, so like, students can learn and be heard, right?"- Bintang

Safe Space “So, you just used to this group, and you were feeling was like safe to express yourself
and to make mistakes..." - Diaco

New Experiences | “...it was my first-time hiking and then it took us like three hours to go to like our desti-

& Open Minded- | nation, | was really tired. [...] ...of course, it was fun, [...] and | told them like, ‘| would

ness never go back hiking.” But then | ended up, | actually became more hiking person after-
wards, after | said | would never go back.” - Mariam

Building Confi- “I made a lot of friends like it probably gave me like a little bit more confidence like to

dence talk to people too. And like made my social life better... [...] ...also like when I'm not with
them, like | can like go up to like other people and also talk.” - Mariam

Diversity “You don't have to be the odd one. Comfort because you're not you're not just one, you
know, among a lot of people, you're not just the only one different. But finding these
common experiences kind of put us all together in this universal language. You could just
be yourself, right?" - Ahmed

Community “It was right to be there, at that moment, you know. | guess it's a sacred place for me.
It's just this this place that | feel welcomed.” - Bintang

Cultural Exchange | “1 had there, lots of my friends from Somalia, from Nepal, and also other countries, stu-

dents, but | learned so many things from them about their culture, their life, live and
everything." - Aziza

Someone to talk
to

“There's a lot of kids that like, need help with social and I think that is another one,
where you just want to talk to someone, [...] give you advice. [...] Even if you even if even
you cannot like help them, just be there.” - Abdullahi

White people/ “...that kind of shocked me... why those people being so...They're so very American!” -

American Culture | Lian

Adults Making “You always tried to give your time and effort to any student that you can help and like,

Effort & Time you know, like that alone is, you know, like who cares about, your skin color or like,
where you from, it's like, that doesn't matter.”- Abdullahi

Identifying with “Where we were, we didn't just like, we weren't born in one place. And then we were

Multiple Cuftures | just like, used to certain individual people, you know. | think that, like, if you were that
person, that is you meet other people from other cultures, there'll be a culture shock for
you, you know."- Abdullahi

Desire to Include | “...if they were able to incorporate more parental or guardian type of relationship... the

Families parent is still kind of feel stuck with this boundary, [...Jmore like a barrier, we don't really

understand the system, understand what the child is going through the school.” - Ahmed




3.3.1 Analysis of Observations

The hours 1 observed and participated in RISE programmung, including virtual and in-person
programming was 65 total hours. I kept track of hours each day in a spreadsheet wiile keep-
mg my field notes and observations written n a notebook and were more easily accessible.
My observations are a combination of taking field notes on site during sessions or written
reflections taken nght after observation, either in my field notes notebook or on printed out
lesson plans from the programming. The nature of hand-wmtten observations has made 1t
more difficult to present, as all the data 1s not easily transferrable to documents such as the
mterview data. I will provide as much explanation and visuals as possible to adequately repre-
sent my analysis process. The total number of student groups I observed and worked with was
four, as a reminder (already previously detailed in Methods): RISE after-school program,
RISE-Up, RISE ‘Better Together’ SEL-group and RISE summer school. The following image
shows how I recorded my hours, screenshots taken from a spreadsheet.
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Student Contact Hours:

Date Hours Program Location Date Hours Program Location
17.5 2.5/ RISE 286 2 RISE 55
18.5 2.5 RISE 30.6 2 RISE 55
195 2.5 RISE 6.7 3 RISE 55
245 2.5 RISE 1.7 3 RISE 55
255 2.5 RISE
275 2.5/ RISE 4l:|a',rs 10 hours
315 2.5 RISE Date Hours Program Location
136 2.5 RISE 12.4 1.5 RISEUP Zoom
14.6 2.5 RISE 14.4 1.5 RISE UP Zoom
156 2.5 RISE 19.4 15 RISE UP Zoom
21.4 1.5 RISE UP Zoom
10 days 25 hours 26.4 15 RISEUP Zoom
Date Hours Program Location 1.5 1.5 RISEUP Zoom
11.7 1.5 UB - BT 14.5 1.5 RISEUP Zoom
12.7 1.5 UB - BT 16.5 1.5 RISE UP Zoom
13.7 1.5 UB - BT 245 1.5 RISEUP Zoom
14.7 1.5 UB - BT 26.5 2.5 RISE UP Zoom
18.7 1.5 UB - BT 76 15 RISEUP Zoom
19.7 1.5 UB - BT 146 1.5 RISEUP Zoom
20.7 1.5 UB - BT 16.6 1 RISEUP Zoom
8days 10 hours 14 Days 20 Hours
Figure 7 ‘Student Contact Hours’

Below I have provided scanned copies of some of my field notes. I have chosen to mclude
excerpts from my field notes in RISE and RISE ‘Better Together’ because these warranted the
most field notes and observations taken and produced the most relevant data to my findings
and results. Field notes from RISE-Up and RISE Summer School were complementary to the
following examples but less detailed, due to RISE-Up being facilitated via Zoom and produc-
mg less opportunities for observation and RISE Summer School requiring more of my active
attention on-site and having less student contact time. The following field notes and observa-
tions were made mn the RISE after-school program.
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Figure 8 ‘Field Notes and Observations r
My origmal field notes and observations taken on-site are i black ink with cursive writing.
Cursive writing in red ink 1s the first impressions of meaning found mn the observation upon
my second read, I also highlighted in yellow anything I found significant and the all-caps red
and blue wrniting was my by-hand coding process. The following images are scanned copies of
some of my field notes and observations in the RISE ‘Better Together’ SEL group.
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Figure 0 "Field Notes and Observations r

The cursive writing in black here are my field notes accounting the actual games and activi-
ties we were facilitating with the students, wnitten before and during programming. Cursive
writing i green are positive observations while cursive writing in red 1s areas of improvement
or concern, notes which were taken right after programming. Highlighted in yellow are points
I found of importance upon my second reading and reflection on the field notes. All caps red
and blue wniting are codes. There were also field notes and observations taken on printed out
copies of the curmiculum. All codes were then typed out in a document and edited before be-
mg sorted into themes.

My final codes and themes were created rather easily when writing them out by hand. Since I
did observation analysis after my interview analysis, I could code much faster and knew how
to simphify my codes in the beginming to minimize time in the process. I will orgamize my
observational data in a more succinct manner than my interview data because there 1s less data
to analyze. I will present my codes and themes in a simular table but mclude examples of
codes i the same table rather than in a separate image, such as I did with interviews. The
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following 1s a table of codes, examples of codes and corresponding themes that emerged from
codes, the colors are to signify the different ultimate themes and nothing more.

Table 4 *Codes, Examples, Themes-Observations’

Codes Example | Theme
Execution of Plan Facilitators both contributing to | Facilitation
plan and being well-informed
before session with students.
Being on the ‘same page’ Facilitators in agreement about
standard protocel. (Example:
greetings students when they walk
through the door)
Minimal Distractions Facilitators stay off devices
unless there is an emergency.
Disruption not inherently bad’ " Not scolding or deeming 1 Discipline
| disruptive behavior as ‘bad"”.
Multiple Languages Allowing presence of multiple
languages in
session/fclassroom.
Include students in Rule Creating ‘Community
Making Agreements’ together.
Low-risk games Start with easy games to  Activities
understand and feel
comfortable
Variety & Flexibility in Variety in games during
Activities sessions and having options
within those games/activities.
De-briefing & Processing Always making time to de-brief
session or lesson together or
separate.
Personal Life Connection Activities and games that allow
students to share about
| themselves and personal lives.

My analysis from observations found a total of three themes: Facilitation, Discipline and Ac-
tivities from 10 codes. There originally were more codes but all relative codes were easily
condensed mto 10 and wrrelevant or mfrequent codes were removed to not confuse the Find-
mgs. I will describe the themes and the affihating codes of my observational data deeper in
the Findings section after discussing interview Findings. As I have analyzed interview data
and observational data separately and presented the analysis process separately, I will do the
same in presenting my Findings. I will present Findings from the mterviews, then observa-
tions, and I will conclude the Findings section with how the two data sets complement and
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support each other.
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4. Findings

I'will begin by presenting the findings from my interview data and then my observational data
findings. The interview findings are structured by the subtheme as follows: Academic Suc-
cess, Learning English, Student Identity, Relationships & Connections, Respect & Care, and
finally Home Culture & Family. These subthemes were ultimately categorized mto the final
themes of Empowerment including the subthemes: Academic Success, Learning English, Stu-
dent Identity, and Integration & Adaption including the subthemes: Relationships & Connec-
tions, Respect & Care, Home Culture & Family.

I first present the most prominent findings, which all the students spoke to at length, and
which include concepts that do not elicit much doubt such as, Academic Success and Learning
English. The subthemes of Academic Success and Learning English were discussed clearly,
frequently and unambiguously, while Student Identify required more attention and critical
thinking as the researcher. These subthemes of Relationships & Connections, Respect &
Care, and Home Culture & Family all adhere to the theme Empowerment which I will explain
here mn the Findings and explore deeper in the Discussion Sequentially I present findings
which were also common themes thoroughly discussed but which required more extensive
exploration, such as Relationships & Connections and Respect & Care. The presence of the
themes Relationships & Connections and Respect & Care were as present as Academic Suc-
cess and Learning English but ncluded more in-depth topics and subject matter. The material
mherent to the themes Relationships & Connections and Respect & Care are more mvolved
and multifaceted. Lastly, I present findings which required the more nuanced analysis, Home
Culture & Family. These subthemes, Relafionships & Connections, Respect & Care and
Home Culture & Family are ultimately placed mn the theme Integration & Adaptation. This
theme 1s innately less comprehensive though the importance to the students and their expen-
ences are apparent. It 1s important to note that smce I am the researcher analyzing the stu-
dents' words and experiences Due to the nature of the topics Student Identity and Home Cul-
ture & Family 1 take less hiberties in determining the meaning in the results and defer to pre-
senting the results as the students presented them and interpret what the results could mean. I
will explain how these subthemes ultimately resulted in the themes of Empowerment and In-
tegration & Adaptation thoroughly throughout the Findings and Discussion
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Lastly, I will present my observational findings. I will present the themes in my findings as
such: Facilitation, Discipline and Activities. During observation I was not only an observer
but co-facilitator and participant at times. My observations focused mainly on the adult facili-
tators (including myself) and adult volunteer tutors, to present a holistic view of SEL instruc-
tions and programming with immigrant and refugee students. While my mterview findings are
meant to present the students perspectives, the observational findings are to represent the
adult's role and to critically research the adult's participation and SEL contents contribution in
SEL instruction and programmung. To conclude I will connect the interview Findings with the
observational Findings once both data sets findings are represented individually.

4.1 Interviews

While the audience 1s reading the mterview Findings I would like to note that the students
first language 1s not English, so the language in the quotes 1s not perfect and sometimes con-
fusing. They are also young adults who use words such as ‘like’, “you know’ and ‘um’ fre-
quently, I have removed many of these filler words for clanty and kept some for authenticity.
I have not removed or edited grammar in any way. I have included ‘[...]’ to show a portion
has been taken out, the portion taken out was either off topic, repetitive, stuttering or many
‘um’, ‘like’ and “you now’ types of filler lanpuage The facilitators, students and volunteer
tutors' names have been redacted. I have included quotes that would be clear to the audience
outside of the largper conversation and explan them m  context

4.1.1 Academic Success

The students reported overwhelmingly that Homework & College Help received was mcredi-
bly appreciated and useful to their academic lives and led to their Academic Success. Students
often made comments such as participant Fatima stated, “I would have honestly not passed
my math class if it wasn't for the homework help. That was something that was a great help
and a benefit for me ™ In this statement by Fatima, it 1s clear that the help had a lasting effect
(not failing a math class), rather than a temporary or neghgible benefit to her Academic Suc-
cess. Similarly, students mentioned frequently they do not know if they would be pursuing
college or have graduated high school without recerving the Homework & College Help from
RISE, and the way they spoke about Academic Success showed how important it was for them
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to graduate and go to college. Students frequently mentioned that the 4dult Mentorship helped
them reach their academic goals and helped them with concepts of Motivation & Future. Ah-
med mentioned Adult Mentorship using the word *advocacy’ and mentioning both Motivation
& Future, “RISE 1s advocacy, because without RISE, I wouldn't be here domng college be-
cause I didn't know anything about 1t and 1t was you guys and [redacted], lughly motivated
me._. So for me, one of the most impact I have gained was through mentorship.” Not only 1s
Ahmed speaking of getting to where he 1s now and increased motivation due to mentorship,
but he 1s also alluding to another important point of Accessing Resources & Opportunities.

Students reported the Homework & College Help taught them things that they did not learn
via Mainstream Classes/Teachers which helped them in the process of Accessing Resources
& Opportunities. Many students stated they were not sure if they would have had the oppor-
tunity to go to college without the extra support from RISE. This connection was made when
the students were talking about services they recerved and how 1t led to .4ccessing Resources
& Opportunities. Diaco recounts, “[...] being part of the RISE, you just see and get to so
many resources that can help you to believe more than yourself [...] .. new platforms are new
opportunities to us that we didn't know about. So for example, when they do a workshop
about college and, and they bring somebody who 1s from was, has been probably in your
shoes before, who 15 probably an immigrant, this person they speak to you about their college
experience and how did they were able to get into college and what they did. [...] They defi-
nitely helped me understand the school system for sure.” Diaco here 1s saying how .4ccessing
Resources & Opportunities through the RISE program helped him learn the US school system
and consider college as an option, even as an immigrant/refugee student. Students also used
words such as “tools’ and “benefits’ to describe how RISE helped them with school via work-
shops mentorship, academic help among other Services.

a2

One of the reasons Homework & College Help and Academic Success was so important to the

students was due to how they spoke about their new environment and specifically how Main-

stream Classes/Teachers made them feel — often negative. Abdullahi, reflecting on his high

school experience, reports “_.. I'm like, “Oh, my God, like, I couldn’t have done this’. It was

just like me not believing 1n myself mnto like pamcking about stuff [...] and I was getting this,

anxiety like stuff, because 1t was just a new environment for me ... In this quote Abdullahi 1s
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reflecting on the assignments he had to do and how Mainstream Classes/Teachers were anx-
1ety inducing for him, due to lack of confidence and the new environment Many students
made comments about how the school environment and experiences in Mainstream Clas-
ses/Teachers caused negative emotions and anxiety or how it was hard to feel comfortable
speaking up in classes. The Academic Success and Adult Mentorship the students recerved at
RISE helped them feel better with Mainstream Classes/Teachers, enabling them to do better
m school. This transference via Homework & College Help via Adult Mentorships to Academ-
ic Success and Accessing Resources & Opportunities empowers the students in the new
school environment and other aspects of their lives, leading to overall Empowerment.

4.1.2 Learning English

The next subtheme I would like fo discuss, Learning English, had many connections to Aca-
demic Success as well, but was important on its own due to the main two findings disclosed
by the students. Students pave accounts on the importance of ‘RISE’ English and the presence
of a Safe Space for their Learning English journey. Though this subtheme 15 smaller, 1t 15 1m-
portant to the students and directly influenced their ability to reach Academic Success, which
was contingent on the students' abilities in Learning English and ultimately their Empower-

ment process.

One of the most interesting pieces of the students describing Learning English was a specific
type of English used that they found helpful, which 1s coded in this research project as ‘RISE’
English for sake of clanty but essentially 1s just a type of speaking or communicating. Ahmed
gave one of the clearest, succinet accounts in his description, “When RISE was, when they
were trymg to explain the rules for the games or different aspects or homework or any type of
way... The English wasn't like the normal English And that I mean, by like, the words were
picked, wisely, right? Words that we were able to understand, maybe a lLttle lower vocabu-
lary, that was easier to understand. Even the way, 1t wasn't just like speaking English fast and
what not. It was made sure to read slowly and clearly communicate that to us." The concept of
'RISE’ English 1s simply described by students as the adults speaking slowly, clearly and -
tentionally for the students to be able to understand; the adults at RISE spoke considerately
and understood the students were still Learning English. This aspect of working with 1mmi-

grant and refugee students seems obvious, but the frequency at which students described
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'RISE’ English and spoke about their appreciate for 1t, means that i1t was something special
they recetved at RISE and helped them feel capable to learn their new language.

In addition to ‘RISE’ English helping the students, they also reported the presence and enwi-
ronment of a Safe Space to be important for them in Learning English. Lian described RISE
early on in our interview as, “It's a place where I can just talk to people n the practice. [...]
So RISE 1s place to improve, that improve the communication skill [...] Oh, and the RISE 1s
also a good place for me to find people that have the same level of English as me. That that
greatly reduced nervousness I had, at RISE creates a comfortable environment ™ In this quote
Lian moves from describing RISE 15 a good place for Learning English to why the environ-
ment was a Safe Space to do that. In this account one of the reasons Lian 15 describing RISE
as a comfortable environment 1s not only due to the presence of other English language leamn-
ers at her level but 1s also because of the SEL activities RISE conducted every day to help the
students feel comfortable with one another and create that Safe Space, as she spoke about 1n
our interview later. When students spoke about the SEL activities they were expected to par-
ticipate i at RISE they would describe the activities and environment as a Safe Space to ex-
press themselves and make mistakes.

Allowimng the students to receive accessible English through ‘RISE’ English and giving them a
comfortable place to naturally practice mn a Safe Space 1s empowering them in their new lan-
guage. Academic Success and Learning English will contribute to the Empowerment of the
students in many facets of their new lives in the US, such as through obvious means of being
able to compete in and understand college with their native peers. Additionally, these aspects
will help them gain a sense of Empowerment through their successes in school and help de-
velop their own individual identity that can be created from their home heritage and new ex-
periences, their Student Identity.

4.1.3 Student Identity

Student spoke about their identity in many ways, but while students would talk about New

Experiences & Open Mindedness, Building Confidence and Diversity, this 1s where they most

often would talk about themselves changing (or from my own inferencing: prowing), using
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terms such as ‘be myself”. The subtheme Student Identity does not necessanly refer to the
students’ cultural identity but their personality, how they described themselves and who they
are as people. I will detail below how students spoke about Student Identity and experiences
with RISE m relation to New Experiences & Open Mindedness, Building Confidence and Di-

versity.

In this section I should explain that a part of SEL-informed RISE programming was going on
field trips and doing activities in the larger community (the city of Portland rather than the
mmmigrant/refugee commumnity specifically). The mntention was to help them feel comfortable
m their new home city, get them involved and create inclusion. Examples of field trips and
activities are visiting the Oregon Coast, which was often the first time many students saw the
ocean or beach, painting murals with artist organizations or recording podcasts with local or-
ganizations in the city. At least half of the students I interviewed were a part of all these
above-mentioned activities, and the rest had participated in at least one. Students spoke highly
of field trips and these activities they experienced at RISE and often connected it with becom-
mg more open minded and gave differing examples of how 1t helped them with their identity.

While discussing different field trips and activities, students mentioned many things relating
back to their personal identity and to Student Identity. For example, students described field
trips helping them realize things about themselves and their personalities, such as their likes
and their dislikes, due to these new experniences. Students reported benefiting from New Expe-
riences & Open Mindedness and related 1t back to Student Identity. Dhaco expressed gratitude
for how New Experiences & Open Mindedness contributed to his character, “T think this 1s,
this has been the best thing that has happened to me to be honest since I ever came here to the
United States. [...] I think even my pomt of view on the world right now has changed, to be
honest. . I think that's now something changed and opened my mind. I think when you live in
what we call, like, a bubble, [...] I would say in one country, um, all you take 1s from the me-
dia and that’s all, nght? Now I want to go and wvisit these countries, I want to, to go and to the
places that I never thought I would wvisit because of certain ideas that were put to our mind
when we’re kids m, in, our home countries.” Diaco described how he has grown through his
new experiences in RISE, how he feels he has benefited from developing open mindedness
and how exposure to Diversity has helped him. Ahmed, who had attended all field trips and

58



was a part of the leadership team, described the new experiences at RISE, learning about dif-
ferent cultures from his peers and the volunteer tutors, as something that ‘elevated” him Ah-
med also described how the New Experiences & Open Mindedness he ganed felt empowering
to lum, “It’s really empowering to have such a varnety of life experiences i that That n col-
lege I appreciate even more, I'm able to connect with different folks i a different levels be-
cause of some of those experiences I had. [.. ] ._.it increases my open mindedness allows you
to just not really stuck in this box, and to see the world how full and how beautiful 1t 1s.” Ah-
med 1s connecting New Experiences & Open Mindedness to Empowerment in his account
Empowerment 1s related to Student Identity and also requires Building Confidence to develop;
students also reported often on the confidence they gammed from RISE.

In addition to New Experiences & Open Mindedness mfluencing Student Identity, a large
component students reported benefiting from was Building Confidence. Abdullaln describes
how he believes RISE 1s a place for Building Confidence, “And then you just build this confi-
dence of you're able to do things and that like people believe 1n you. [...] So, I think that's a
place that they can, like, go to and [...] feel like, pet confident, about school about them-
selves.” When Abdullali describes confidence, 1t 1s not only as a tool for school but also
‘about themselves’, this 15 an important aspect of helping students realize their own 1dentity,
when they can have the confidence and feel comfortable in their identity. Confidence was
reported by the students when they would describe how Building Confidence in RISE helped
them in other environments as well. Students described using SEL activities they leamed at
RISE outside of RISE to help them talk to strangers or cope with an experience that was anxi-
ety inducing. Many students also used the words “confidence’ in addition to ‘empower’, ‘be
themselves’ and “extrovert’ to describe their process of Building Confidence.

In the presence of Diversity there was this common saymng or feeling of “we are all in the
same boat” or ‘going through the same struggle’. This was when the student would be speak-
mg about Diversity specifically with other peers and feeling comfortable being themselves.
This 1s how Diversity was coded separately from a similar code, Cultural Exchange, and why
it 1s unique to Student Identity, because of the way students spoke of Diversity. The presence
of Diversity in the RISE group, ‘not being the odd one out’ helped the students “be somebody’

when armiving to their new country and learming their new language. As Bintang describes, “I
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only started leaming [English] after I came here. So there wasn't like this hike, barrer or any-
thing [1n RISE], because everyone felt the same as me. I feel like everyone went there to be
somebody. [...] Being around a lot of diverse people doesn't really put a barrier, I feel like 1t
puts more of a connection, a connection where like, you know, that they had their struggles,
and you had yours.” The students were arrving to a new country [the US] where they were
not born, and where the majority of other students were not like them, and they did not feel
like they belonged there. Students talked about how they were able to relate to each other and
feel connected to the other students because they were all from different places in a new coun-
try. The distinction of Diversify 1s when the students would talk specifically about each other,
and not the adults in the room, and the important presence of having someone to relate to,
going through the same struggle. It 1s very important for immigrant and refugee students to
see their identities are present in order to feel like they have a place in their new home. Fatima
describes her feelings with her peers at RISE compared to other environments, “I didn't feel
like, [...]"Oh, I wish like, there was somebody like me, that I can relate to or they can relate to
me or like we can share our struggles with’... And I had that [feeling] in umiversity and I felt
that way in different areas in life. But when it came to RISE, 1t honestly never felt like that.”
The students having someone they can relate to in the presence of Diversity 1s important for
them m developing their Student Identify in a new home country where most people are not
like them.

Seeing their immigrant and refugee 1dentity, with the complexities that entails, the struggles
they are faced with, seemng that specific Student Identity they all can relate to, present, con-
tributes positively to their Empowerment. These aspects of Student Identity all work towards
Empowerment 1 different ways. The process of New Experiences & Open Mindedness and
Building Confidence helps empower the student by giving them opportumties to discover
themselves and their evolving identities. While the presence of Diversify and a feeling of mn-
clusion help them feel present and thus empowered in their new home.

4.1.4 Relationships & Connections

The Relationships & Connections students made at RISE 1s almost overwhelming to try and
summarize, because in their accounts it was so evidently clear how it made an impact on

them Students generally described Communify in many ways when discussing indrvidual
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Relationships & Connections they made. Aziza put it simply, “The same way they treated me,
the staff like you, the other tutor, like they were so welcoming to me all the time. It's like a
different type of family, RISE 15 always like a family ™ Aziza described feeling welcomed by
mdividuals and uses the word ‘family’ to describe the general feeling of Community. Students
described RISE as welcoming and a place they would go even if they were not seeking aca-
demic or homework help, due to the Community aspect. Fatima claims she made more Rela-
tionships & Connections than she normally would have, “Because yeah socially, and honest-
Iy, I've made more friendships and more connections than I would have. [...] You guys made
us feel like we were home. [...] I would say RISE 1s basically a fanuly " In Fatima’s account I
hear that the Community feeling in RISE contributed to her ability to make friends and foster
Relationships & Connections. In addition to using words such as home and family to describe
feeling a part of a Community, students reported feelings included. Inclusion 1s an essential
part of Community.

A umque aspect to the theme of Relationships & Connections, according to the students' ac-
counts, was the presence of Cultural Exchange m addition to the Community aspect. There
was a connection for the students in learning about their peers and the volunteer futors to sup-
port the feeling of Community at RISE. Bintang in the following excerpt talks about how he
feels sharing about his culture with fellow students and tutors, “Overall, I feel like whenever
I've talked about one of my culture, I feel like I could relate to one of the students or the fu-
tors, and they could understand perfectly fine. I would rather have tutors that share their you
know, their daily, daily struggles, daily hassles, daily excitement and joy and, like your per-
sonal life, even those, those build up, and we look up to them, you know.” Bintang described
that he did not just seek academic support at RISE, but also the Community aspect and the
connections between hum and the students and tutors, which 1s supported by the Cultural Ex-
change that happens between them. Marnam said something similar and had described that
learning about her peers' cultures, how they speak, about the food they eat, had helped her to
foster Relationships & Connections, and get to know her friends better. Speaking to the stu-
dents about how the presence of multiple cultures present made them feel was important since
they had reported not feeling comfortable in their new country in other ways. Descriptions of
mclusiveness came up when speaking about Culfural Exchange, in a similar vein to how stu-
dents would speak about inclusiveness i Community. Students would describe how at RISE
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‘“we are welcoming and celebrating” cultural differences m the group and how everyone felt
mcluded. This feeling of inclusion 1s essential for the Infegration & Adaptation of immigrant
and refugee students. The way cultural differences were mtegrated into RISE and supported
by SEL activities so that everyone got to know each other well, invoked a feeling of Commu-
nity and appreciation for Cultural Exchange.

The last aspect of Relationships & Connections that 1s important to mention 1s how many stu-
dents mentioned their appreciation for having Someone to talk to. The way students described
having the adults as Someone to talk to, was different than having 4dult Mentorship, because
1t did not mclude components of 4cademic Success as was previously discussed. The follow-
mg contributions from students occurred when they were discussing the Relationships &
Connections they had with the adults facilitating RISE, not necessarily the volunteer tutors or
other peers. Students recount conung to RISE for emotional support, just to talk to the adult
facilitators regarding anxiety or receiving advice. Imam describes how having Someone fo
talk to, supplemented Relationships & Connections, she wasn’t receiving at home, “I didn't
have my parents talking to me be like, “Okay, school, what would you guys learn?” [...] And
we don't see 1t as a problem. But, looking back at it [RISE], 1t's like, that was more of a space
where I could like, share how I was feeling that day. How I was feeling that week, how, you
know, school was like, everything, basically...”” Even with the support students had at home
there was an appreciate still for having Someone to talk to at RISE. Aziza described her fami-
Iy being further from certain things in her hfe (such as school) and how she just wanted
someone to listen to her, share happiness with or release and relieve stress. Many students
described this phenomenon of coming to RISE just to have Somone to falk to, even if the
adults could not solve the problem, the fact that they were there for them helped. Abdullaln
described how the adults may not even know the overall affect it has on a kid, but to just be
there 1s enough. Aziza mentioned a feeling of ‘releasing the burden of your heart” while talk-
mg about hard things m SEL actrviies with adult facihitators at RISE.

Adaptation & Integration in a new country i1s going to be positively supported by a strong

social network and an increase in Relationships & Connections. These positive Relationships

& Connections the students are experiencing are going to help them feel comfortable and safe

as themselves, and hopefully bring them joy, allowing them to adapt to their new circum-
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stances and build resihency. The Community and Cultural Exchange they feel at RISE or in
school helps them integrate into their new schools and countries by showing them there 1s a
place for them here and they can belong in thus strange new place.

4.1.5 Respect & Care

The theme of Respect & Care was an interesting theme to emerge because 1t was from the
codes White people/American Culture and Adults Making Effort & Time and n relation to
how the students felt about whether or not their culture as respected. This theme was less
prominent than the others, included less codes, but produced interesting responses and materi-
al directly relevant to the research question and 1s mfegral to cultural sensitivity.

Students expressed that whether 1t was the adult facilitators or volunteer tutors, they appreci-
ated and noticed Adults Making Effort & Time to be there for them. Including the Adults Mak-
ing Effort & Time to try to understand and respect their culture. In response to, “Did you feel
your culture was respected at RISE?” Ahmed answered, “Yes. Big yes. [...] When we go to
field trip, you guys would make sure we have food that was different than the rest of the peo-
ple. [.. ]A lot of time, we will take some time to pray and have a solitude moment. There was
space that allowed us to do that. Yeah, culture was really expected, respected and understood.
Much valued.” Ahmed’s comment shows how he felt his culture was respected because effort
was made to accommodate students' cultural needs, such as having appropnate food or prayer
time. Adults Making Effort & Time was also reported 1n adults putting in effort in trying to
understand their culture and making time to help them with their needs. Mariam described
how the adults behaved understandingly with the students and how that created a protective
barrier in which the cultural differences were never an 1ssue, “You guys are like, super under-
standing_ [...] Because there was never like a conflict. You know, 1t was it's like, it's like, I
think our relationship was like, solid to the point like there's there was nothing problem with
1t.” Mariam mentions how there was never conflict due to the strength of the relationships and
how understanding the adults tried to be. The Respect & Care was felt and shown through
Adults Making Effort & Time to help them m acadenmucs and understand their cultural back-
grounds. Students reported noticing and appreciating the time they felt the adults took to fry
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and understand them and how much patience and respect they felt from the adults' efforts.

The way students spoke about White People/American Culture was intriguing because 1t was
one of the infrequent times in which results vaned, making 1t important to note. Often in the
mterviews, the conversation would lead to students talling about how they felt working with
white, Western tutors or facilitators versus non-white/Western tutors or volunteers. From the-
se conversations, the two most extreme answers on opposite sides of the spectrum were, “I
always prefer white people to be honest. " from Massawa, and “Yeah, I somehow feel more
relaxed when I talk to another Asian tutor. I hope 1t doesn’t sound racism but I do feel that
way...” from Lian. Massawa explained further her feelings on working with White Peo-
ple/American Culture, “I like because the thing 1s white people are more open to listen like
and everything for them 1s like, interesting. If we you put our culture you don't feel comforta-
ble because you know them what they're gonna do or what's gonna say.” Here Massawa 1s
describing feeling more comfortable with White People/American Culture because she knows
what to expect from her own culture, and she sees white/Western culture as more open. She
confirmed with me she felt her culture was respected when I asked her directly, she also told
me she felt comfortable sharing her opinion and did not feel like there was a standard for stu-
dents to automatically take the adults opinions. On the other side, Lian did admt that she
would like to see more representation in the adult demographics, “.. with the tutors for repre-
sentation like with connection with the students would be very good.” Lian also stated that it
did not necessanly have to be someone from her country exactly, but having more Asian fu-
tors in general would help her feel more comfortable. While the Respect & Care put nto mn-
teractions and relationships between the students and adults can be a protective factor for the
students culturally, there can also be a benefit from representation and diversity, as has Lian
identified. An increase in variety in the adults' cultural backgrounds would be a positive con-
tribution to the RISE program n many ways.

Many of the other students reported positively about how their culture was respected with the
white tutors and facilitators. Many students even seemed confused by the question of whether
or not they felt their culture was respected at RISE, because maybe 1t felt obvious to them that
there was nothing wrong. Bmtang spoke about the presence of White People/American Cul-
fure 1n RISE and brings it back to Adults Making Effort & Time with a comment about con-
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necting with another white facilitator and how her knowledge of his cultural food and customs
made 1t easier for them to understand each other. Other students did not report noticing the
cultural differences between the facilitators and themselves, saying things such as they saw us
as "one of them’ and stating that we ‘blended in’ well with them (the students). The students
describing us (the Western facilitators) as “blending in” with them or as “one of them’ was a
positive sign, because rather than the students descnibing their struggles to fit m with the
norms of Western culture, they saw RISE as their place where we (the Western facilitators)
had to fit in with them. With Respect & Care, important factors reported by the immigrant
and refugee students i feeling like their culture was respected with White People/American
Culture was Adults Making Effort & Time.

To conclude, Adults Making Effort & Time to include the students, to understand them direct-
Iy relates to how easily 1t will be for the students to integrate. The students feeling like the
White People/American Culture honors their presence and respects their background waill
make the Intergration & Adaptation process easier for them because they see that the enwi-
ronment 15 willing to imnclude them, integrate them, and the Respect & Care put into the inter-
actions and relationships helps the students emotionally adapt to their new situation

4.1.6 Home Culture & Family

The last theme I want to discuss that I found from the mterview transcripts 1s Home Culture &
Family, which relates to Student Identify because it includes students discussing where they
are from, but the distinction 1s in how students spoke about Identifying with Multiple Cultures
and how 1t was complicated for them to navigate. The theme of Home Culture & Family 1s
also present and separate from Student Identity because it includes where the students them-
selves gave me suggestions in how they thought RISE could be improved upon, through their
Desire to include families.

Findings from Identifying with Multiple Cultures are less straight forward than some of my
other Findings in that this aspect 1s important because it touches upon where the students are

coming from and their histories, rather than their lived experiences now as immigrant and
refugee students. While disclosing Identifying with Multiple Cultures the students didn’t al-
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ways know how to talk about it clearly or explain how it made them feel, but it seemed to
make them feel some type of difficulty. Imam tried to explain 1t to me, “It's a little bit kind of
hard to, you know, decide which country you want to... Because you have like a culture from
this country. . and then you have a culture from this country. [...] So I don't know. I always
get stuck. [...] I don't know what am I doing? What am I like? Where do I hike, what side am I
leaming towards more? [...] There was like a some sort of a gwlt, a guilt that T was feehing_ [.. ]
Both countrnies are like, they have my heart and I don't want to pick and choose...” While
Imami 15 describing a part of her identity, she 1s using words like ‘guilt’ and clearly struggling
to describe how she feels navigating this part of herself and her Home Culture & Family. Stu-
dents would also use words such as ‘culture shock’ when describing how to represent and feel
about their identities now in the US. Some students spoke about learming things from other
students about their own culture, if they were bom as a refugee in a different country that
where their fammly 1s from and had never been to their home country, they might learn some-
thing about their home culture from other students in the group. I have chosen to code this
portion with Identifying with Mulfiple Cultures and eventually placing it in the theme of
Home Culture & Family because of the lack of a conclusive “point” made. It 15 an observation
on my part as the researcher and remains somewhat inconclusive, but important. A part of the
reason it 1s important to make this distinction as the researcher 1s because of the nature of my
research, I need to acknowledge where the students are coming from and how they talk about
their Home Culture & Family even when 1t 1s mentioned unharmoniously from the other
codes or themes but 15 relevant to the ultimate research question. I can conclude that the stu-
dents are coming from diverse and complicated backgrounds when arrving to the US and 1t 1s
mmportant to not assume anything about them and therr listories.

Another aspect of Home Culture & Family that came up was how several students expressed
a Desire to Include Families. 1t’s important to know for this section that many students had
parents who did not go to any school (except for maybe religious school), who did not speak
English and usually were illiterate in their native language. This 1s something the students did
not disclose in the interviews but something I know due to working closely with faimlhies and
school admimstration for over 5 years. Students openly talked about how coming from an
mmmigrant or refugee family sometimes felt hike a disadvantage because their parents didn’t
speak the language or understand the school system. For these reasons students expressed a
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Desire to Include Families in RISE or in their larger academic experience. Abdullali also
spoke enthusiastically to this point, “Having families mcluded, in a way, keeping them updat-
ed about progress stuff. I feel like one thing that's like lacking m the commumty 1s, you know,
it's, 1t's not the parents fault. [...] Maybe RISE could do something like parents and stuff, ike
getting to know the parents and then kind of getting an i1dea of what kind of fanuly the kids
come from, and how their situation 1s better understanding of their situation and like what
they need. Different kids need certain, like, certain way of helping ” Abdullali brings up a lot
to unpack, such as the lack of connection between the immugrant and refugee adults and stu-
dents. His claim 1s also supported by the fact he was not the only student to bring this up,
many students commented that there was a disconnection between their families and their
school lives that could be helped. But there 1s also a piece in this excerpt about understanding
where the students are coming from as well. Implymg that including families could help the
adults at school who work with the students fo understand the community better as a whole.
Abdullahi’s last point that different kids may need a certain type of help 1s precise mn 1dentify-
mg a deficit within education and one of my motivations for my research. My research 1s try-
mg to understand how different types of students (immigrant or refugee students) respond to
different types of education (SEL) and what makes education work well when there are these
differences (cultural differences) and Abdullahi’s contribution 15 appreciated.

The process of Infegration & Adaptation happens when supportive environments and rela-
tionships are in place. The findings in tlus theme illuminate the process as it works from the
recerving environment and as the student participates. The Relationships & Connections pro-
vide a hospitable environment for integration as well as helping the students feel comfortable
adapting. Respect & Care 1s necessary for the Relationships & Connections to work well in
the Integration & Adaptation process and for the students to feel seen. While Home Culture &
Family requires more effort on both parties, as it requires the students recognizing how they
wish to include this part of their heritage as well as a circumstance 1n their new country that
allows them to integrate. Finding the students had a Desire to Include Families and were com-
mg from complicated background by Hdentifying with Multiple Cultures, 1lluminates the 1m-
portance to aid in the Infergration & Adaptation during SEL education and the possibilities
for improvement.
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4.2 Observations

The findings from observations are complimentary to the literature previously outhined for
SEL 1instruction and support the findings from interviews but are also independent in their
own importance and 1lluminate the other side of SEL i practice, with more of a focus on the
adults' role and participation. The following findings also play a more active role in reflecting
upon the foundation behind SEL (such as classroom management/culture) and content of SEL
(such as curriculum and activities). The act of observing required me to reflect on my own
participation as a facilitator and more thoroughly include this piece in my research The anal-
ysis and findings of the following observational data attempts to represent important points
the students have already outlined, but from the side on the educator's role in SEL.

Due to my history and expernience with SEL instruction in RISE, the observations will include
my personal interpretations and reflections on the observational findings. I was playing an
active role while taking field notes and observations and my experiences elicit knowledge-
driven interpretations. Findings from my observations were categorized in the following
themes: Fuacilitation, Discipline and Activities.

4.2.1 Facilitation

Educators and facilitators require a level of traiming and education to be effectrve for them-
selves and the students in the classroom, but these observations are focused on specific and
broad actions that can be taken with students in addition to any previous experience and train-
mg_ The codes adherng to the theme of Facilitation are Execution of Plan, Being on the
‘same page’, and Minimal Distractions. The code Execution of Plan refers to the curriculum
that 15 bult and executed by the adult facilitators.

In my observations and experiences, SEL cwriculum and Execution of the Plan m every ses-

sion were most effective when each facilitator had a part in creating the overall plan and were

well informed and familiar with all the activities and games which were to be done in the ses-

sion. There 1s room in any lesson plan for on-site adjustments in real-time if needed, but my

observation and expenences found that the flow of the session and program was much

smoother when 1t was not planned last minute and when both facihtators had gotten to choose
68



activities they were comfortable with and enjoyed facilitating. This provided an overall better
experience for the students and facilitators themselves, to have a well-informed plan and
structure in sessions. These plans do not need to be too complex but having a well-formulated
plan and being aware of it helped the facilitators manage the energy in the room, mcluding
any surprises or sudden changes regarding the students. For example, having the sign-up sheet
for students ready and clear or having the room set up (circle of chairs mn the middle) before
students arrive so they can enter and be prepared for the activity, or if need be tasking the stu-

dents with help setting up and getting signed mn

Facilitation also mcludes a foundation of facilitators Being on the ‘same page’ to the class-
room culture and mdividual actions they would take with the students. As a rule of thumb in
RISE, facilitators would greet every student that entered the room, even when speaking with
another student, a simple nod or wave was always given to the arrving student. It 1s important
for both or all adult facilitators to be aware of the expectations of each other so that an unfair
burden was not placed on either of the facilitators and the relationships between the adults and
students was given equal opportunity to develop. It 1s normal for certain students to naturally
gravitate and bond with specific adults they work with yet Being on the ‘same page’ in terms
of behavior, actions and expectations not only fosters a comfortable environment for all stu-
dents but also displays the expected respect that we all give each other. Different educators
and facilitators working together could have different ideologies and styles of working with
students, but with SEL the standard procedure in adult behavior helps avoid a “bad cop/good
cop’ situation which could place facilitators mn an uncomfortable or unfair situation of carry-
mg more of the emotional behavior with students. While adult facilitators will appropriately
take different roles, such as a licensed therapist runmng the SEL groups, the everyday behav-
1ors and overall classroom culture can be shared and used as an example as the expected be-
havior.

Another good example of a small behavior, that may seem obvious but 1s not necessarily and
15 a small easy adjustment most adults can make 1s Minimal Distractions. Of course, this does
not include special situations or emergency cases, but from my observations Minimal Distrac-
tions help the students and adults stay present and focused. Adult facihitators staying off their
devices (phones and computers) as much as they can 1s beneficial because the lack of devices
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avoids triggening students to also desire being on their own devices and helps everyone stay
engaged. In school and daily life in general it i1s easy and understandable that students and
adults handle many responsibilities and are susceptible to distractions constantly. Creating an
environment that will foster SEL. and SEC growth includes creating a group dynamic that
feels “special’ or ‘different’ than daily life and daily stressors, an easy way to enact this phi-
losophy 1s minimizing small things that can cause stress and anxiety (such as devices). Mini-
mal Distractions such as staying off devices or avoiding comphcated multitasking simplifies
the whole experience. Minimal Distractions works together with Execution of Plan such as 1f
a student interrupts a game or activity to try and do homework or raise another concern, facili-
tators can communicate to the student of the order of activities for the day and assure them
they will make time to talk about their concern, after the activity or once everyone 1s taken
care of and given a task (whatever the specific situation entails). The well-coordinated Execu-
tion of Plan and Being on the ‘same page’ on the part of the facilitators creates a structure for
sessions and the program that the students get used to and becomes safe for the students be-
cause they learn what to expect and how to act in this environment. This structure also sup-
ports the next theme Discipline.

¥

4.2.2 Discipline

Discipline 1s one of the hardest parts of teaching and working with students. Though there 1s
no perfect solution and different circumstances require different knowledge or special atten-
tion, in my observations there are Findings that can help adults and are ultimately beneficial
to students. This 1s specific to immigrant and refugee students in an SEL-informed context.
Student disruption or disruptive behaviors are common 1n school and difficult to avoid but
deeming Disruptions not inherently ‘bad’ helps the students learn expectations through posi-
tivity rather than negativity. From my observations, when a disruptive student would interrupt
an activity, it was helpful when the adults would acknowledge what they are saying or doing
rather than shutting them down or scolding their behavior as negative, then re-direct with a
reminder about what the task at hand 1s or what the group 1s doing together. When working
with multiple cultures there are different standards to how to behave and though the donunant
culture (1n this case the US) has expected behaviors, it should not be assumed all students are
aware or even capable of these standards of behavior. In my observations it was clear differ-

ent students had different needs, due to differing physical and learming abilities. For example,
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disruptive behavior in some cases may have been due to a physical disability, such as not
wanting or bemg able to participate in a game. Rather than scolding a student or telling them
they can/cannot do something (especially because the facilitator may not be aware of this dif-
fering ability), I observed facilitators at RISE giving students another role in the activity or
allowing them exceptions in terms of needs (taking breaks for water/food or communicating
m the activity in another way). I observed that this comforted the students and allowed them
to feel comfortable re-entering the activity in another way or gave them the autonomy to
communicate what they need, such as taking a break.

In addition to Disruption not inherently ‘bad’ allowing Multiple Languages i the classroom
1s crucial to working with immugrant and refugee students. Enforcing Discipline for language
from the perspective of observation i1s not necessary. In my observations RISE functioned
completely in English but allowed students to commumnicate with each other, and adults (if
applicable), in their native languages to an extent and this created an environment of ac-
ceptance. Due to the fact RISE was comprised of immigrant and refugee students from many
different countries, the presence of communal languages was not very common but welcomed
and celebrated. RISE would also include the ability to incorporate the students' languages into
the games and activities. For example, one of the warm-up games was a ball-toss game that
mcluded welcoming each other in whatever language the participants wanted and learning
each other's names. This pame was easy for students even with low English levels to partici-
pate in and feel accomplished in because it met them where they were with their lanpuage and
had an easy learmning requirement of learning one person's name at a time. Including and wel-
coming Multiple Languages i the RISE program helped ease the students into feeling com-
fortable with their English language abilities and did not create a culture of dominance and
Discipline with the English-speaking culture around them.

Another way I observed RISE creating a culture of acceptance and establishing democracy-
like Discipline was m the practice to Include students in Rule Making. Before we started our
RISE ‘Better Together’ group sessions with the students we (the facilitators) presented
‘Community Apreements’ that we prepared. We presented them and explained them and then
mvited students to add anything they needed to feel comfortable or seen while we had our
sessions together. Creating ‘Commumty Agreements’ together helped the students know that
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they can advocate for themselves and ask things of us, the adults. At the beginming of every
session, we would also briefly go over the ‘Community Agreements’ and allow students to
add to them at any time. Though 1t 1s uncommon for students to feel comfortable adding to the
‘Community Agreements’ right away, tlus 1s why we open the conversation back up in case
students realize there 1s anything they need. The ‘Community Agreements’ we made in the
RISE ‘Better Together’ SEL group were more detailed in-depth than the ones we use for
regular RISE programming. Observed in the RISE after school sessions the ‘Commumty
Agreements’ became more than gmidelines or a replacement for rules or Discipline and be-
came a unifier for group culture.

The ‘Community Agreements’ created for RISE are a good example showing a connection
between Facilitation and Discipline and how Facilitation can be a tool to a form of classroom
Discipline. To explain this further I will describe what I observed about the ‘Community
Agreements’ and how they were used during my time observing. The five ‘Commumty
Agreements’ for RISE were created by the adults and intentionally created to be used as a tool
for connection. The five ‘Commumty Agreements’ are: ‘Show Up’, “Chase Dreams’, ‘Be
Kind’, “Give Respect’ and “Be You.” Duning high energy or harder days with the students the
facilitators would speak to these five points and work with the students (those who were com-
fortable volunteering to describe or talk about them) to go over with the whole group. But
normally, the ‘Commumnity Agreements’ were used as a closing activity to end the daily SEL
activities that the group would do together at the beginmng of every session (Opening Circle),
before petting into homework and academic help. After the Opeming Circle, the students,
adult volunteers and facilitators would sit in the circle and the adult facilitators would ask for
five volunteers (adults or students) to participate in the closing. Each student (or adult) who
volunteered would stand up, and in succession one student would shout the first word in one
of the agreements, and the rest of the group would shout the second word. For example, a
standing student shouts “Be!™ and the rest of the group yells “Kind!™” until the group has
shouted all five sayings together. This signified the ‘closing” of Opening Circle and time to
start homework. Through the ‘Community Agreements’ the adult facilitators had a daily re-
minder for the students to know their expectations and thus bemng a form of Discipline i
RISE. But the “Community Apreements’ also created cohesiveness in the proup, as I observed
every day the students were excited to volunteer to lead the ‘Community Agreements’ or even
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had their favorite word they liked to volunteer for. This 1s an alternative form of Discipline
that 1s supported by strong Facilitation and with this activity the adults' facilitators are creat-
mg a ‘container’, meaning the students know the patterns at RISE, come to “‘Opeming Circle’,
do the opening activities, close with ‘Commumty Apreements’ and then 1t’s time for home-
work. Creating this pattern or “container’ helps foster a culture for the group, which leads me
to my next important topics and theme of Activities.

4.2.3 Activities

The theme Activities refers to SEL-specific activities, but I have chosen to name the theme
Activities for ease of writing. The codes and important aspects of Activifies I observed in my
time with RISE were the presence of Low-risk Games, Variety & Flexibility, De-brigfing &
Processing and Personal Life Connection. In the RISE ‘Better Together’ group the facilitator
planned the curmculum so that every day started with Low-risk Games, for example a name
game or get-to-know-you game In the case of RISE, the after-school program Low-Risk
Games would also include a game that was easy to do without a lot of English. In both groups
I observed that these Low-Risk Games would get students laughing, learming about each other,
learning English or give them 10-15 minutes of ‘down-time’ to relax by not have to engage
with academics. Low-risk Games at the beginning of each session acted as a warm-up and
signified to the students we are starting our session together. In addition to Low-risk Games,
Variety & Flexibility in the Activities also seemed to help the students with accessibility,
meaning the students felt pames were more accessible or easy to do, when there were options
or alteration made where needed. Many of the Activities the facilitator for RISE ‘Better To-
gether’ created for the daily curriculum included Variety & Flexibility, meaning many options
for participation. For example, there were several art-based activities we would do to talk
about stress, such as drawing, pamnting, or even writing how stress feels in the body. Any time
there was an art-based activity there were plenty of options for how the students could partic-
1pate, colored pencils, watercolors, pastels or if they preferred, they had the option to write or
read. Another example 1s that often there would be large-group discussion and small-group
discussion. I observed in these two group discussions that different students would be more
likely to share in different groups. Having both group discussions might seem unnecessary,
but it allowed different types of students to have the opportumty to share however they felt
most comfortable. In having Variety & Flexibility in the activities, this also includes listening
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to the student suggestions and allowing them to express themselves or change the require-
ments of the games if needed. For example, I observed that if a student needed help feeling
comfortable sitting i a large group, they were allowed to have a fidget or something to do
with their hands if they needed to, or if having a task to do, such as being the photographer in
a photography project rather that the photographed, those adjustments were made.

Throughout the RISE groups I observed how the facilitators created a ‘container’ for the pro-
gram's sessions, meaning that the sessions had a clear pattern to how the daily session would
go: opemng/check-in activities, when those activities were over, and most importantly in the
RISE ‘Better Together’ group, De-briefing & Processing activities to close the day. The De-
briefing & Processing activities would usually be individual joumnaling while hstening to
calming music, with options to draw if needed or a small group discussion. The De-briefing &
Processing did not always look the same, sometimes it was very open, and students could
share or write to the large group whatever they wanted to, or they would have jour-
naling/conversation prompts to guide them through During more content heavy days in the
RISE ‘Better Together’ group the facilitator would gumde students through a meditation and
students would sit wherever they liked comfortably and listen. De-briefing & Processing was
a very important aspect of the sessions that included a lot of SEL content from sharing per-
sonal stories to learning about stress and anxiety. When discussing heavy issues or sharing a
lot about one's personal lives it would be uresponsible of the facilitators to ask the students to
participate without also facilitating that De-briefing & Processing experience. From my ob-
servations the De-briefing & Processing would also students to be silent and take a break be-
tween the sessions and going back to regular school or going home. Sometimes even the more
energetic students would seem more relaxed and at-ease after these actrvities, those who be-
fore needed a task, fidget or got distracted often.

The last code and aspect of this theme 15 Personal Life Connection. In many of the sessions
the adult facilitators included Activities that gave the students the opportunity to share about
their personal lives or included aspects pertaiming to their personal lives creating a Personal
Life Connection between the students and the program and content. Activities that create this
connection included a ‘Growth Zone’ actrvity in which the adult facilitators read out prompts
of different scenarios and students moved themselves accordingly to a ‘Panic Zone’, ‘Growth
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Zone’ or ‘Comfort Zone’ and then had the option to share out their experiences/opinions or
even ask the group prompts themselves. Other Activities would incorporate their first lan-
guages or content that was specific to teenagers' lives and development. Common Activities
we used at RISE included a ‘Photo Voice’ project in which students had the prompts to take a
photo on their phone or share a photo they had on their phone of something that was im-
portant to them from their home or family life. Some of the Activifies also included creating
things in our sessions that they could take home with them that was about the SEL content,
such as a ‘Self Care Menu’ we created in our sessions that included advice and things they
can do at home when they are feeling sad or stressed and to remind them of things they

learned 1n our sessions.

The themes found from observation, Facilitation, Discipline and Activities relate o estab-
lished previous interview findings by outlimng ways in which a SEL program can be success-
ful. For example, through effective Facilitation and Discipline an educator can create healthy
and supportive classroom culture and norms, which would be directly supported and made
more frutful by positive Relationships & Connections between the group members and Re-
spect & Care being communicated from the adults to the students. In Discussion, I will ex-
plore further how the Findings from the interviews and observations connect to each other as
well as the literature.

To conclude, these themes are what I observed bemng present that made a difference in the
students' ability to be comfortable and participate in SEL activities. From my perspective the
adult facilitators utilized the aspects outlined in these themes to create an atmosphere (to the
best of their abihities) that would foster the student's growth and advocacy. Though the data
analysis from observations did not yield much m terms of culturally specific Findings com-
pared to interview Findings, I believe the findings summarized well how to use SEL inten-
tionally so that it 1s appropriate for all students, including students with differing backgrounds
(marginalized or minornity commumities). The themes Facilitation, Discipline and Activities
also work 1n a circular fashion in which they support one another, they exist apart from each
other but the presence of all of them (and the aspects within them) help the others function

well
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5. Discussion

By asking, “How can SEL be culturally appropriate and effective with immigrant and
refugee high school youth?” this research project outlines the basic structure of SEL, high-
lights culturally specific concemns with SEL and advises how SEL can be used with the immi-
grant and refugee youth demographic. From the hterature review, observational data and -
terview data findings, I would like to conclude that SEL can be culturally appropnate, sensi-
tive and effective with this group of youth, under the circumstances that 1t 1s created and exe-
cuted with the ultimate themes of Empowerment and Integration & Adaptation throughout the

process.

SEL programs can be appropnate and effective with immigrant and refugee youth 1f the enwvi-
ronment 15 welcoming and encouraging of imtepration, including having opportumties for stu-
dents to develop their abilities to adapt to their new home country, and supported by SEL-
mformed facilitators and activities to stimulate empowerment. The presence of well-trained,
SEL-informed facilitators 1s key along with the SEL-based activities and protocol for the pro-
gram or classroom. The educators and curriculum will lead to the necessary aspects of making
SEL culturally inclusive, such as strong Relationships & Connections which supports every
aspect of SEL and inclusiveness, clear Respect & Care for the students culture and intentions
to help students develop their Student Identity. The adult facihitators have a lot of power to set
the classroom culture, and they ultimately decide the curriculum and content of the day. How-
ever, the subthemes found support the adult facilitators abilities to perform well and make a
significant difference in creating a culturally appropnate and effective SEL environment for
the students. While adult facilitators ultimately hold the power mn decision-making and curric-
ulum, the necessary environment and extra supports need to be in place for them to enact cul-
turally appropriate SEL. I will present how this 1s possible by connecting my findings from
the data sets together where necessary and connecting the data back to the theoretical frame-
work presented.

5.1 Connecting the data sets and theoretical framework

In the research findings from the interview data, subthemes found were ultimately categorized
mto two themes which can be used to succinetly summarnize the fundamental goals of cultural-
Iy approprate and effective SEL. To structure this Discussion and in order to show how the
data sets findings are aligned, the observational data findings will be categorized into the two
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themes Empowerment and Integration & Adaptation along with the interview findings to
gude the discussion through connections in the data sets and theoretical framework. The fol-
lowing image shows the two main themes I have found necessary to make SEL culturally ap-
propriate and effective from the interviews (Empowerment and Integration & Adaptation) and
how the themes from observational data (Facilitation, Discipline and Activities) fit into those
aspects, along with aligned subthemes (from the interviews). The observational themes are in
larger font for clanty, as they are the mamn subjects of the figure, and the subthemes from -
terview findings are included for onentation and reference.

Integration &
Adaptation Empowerment
Facilitation . Discipline
Activities

Relationships & I
Academic Support

Connections
f
Respect & Care ! Learning English
L |,'
Home Culture & f Student Identity
Family y
I

. r

Figure 10 “Themes Diagram’

All the subthemes in bold together create the ultimate themes that make SEL culturally ap-
propriate and effective, but the subthemes that are most important and exclusive in answering
the research question will be highlhighted n this Discussion. This structure for the Discussion
1s with the intention of framing how to present connecting themes from data sets and connect-
mg those themes to the theoretical framework. I will explain the connections between the data
sets in the following order: Facilitation, Discipline and Activities.

5.1.1 Facilitation of Integration & Adaptation
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Facilitation performed by the adult facilitators as outlined in observational findings will assist
m helping educators successfully execute SEL mstruction and aid in Integration & Adaptation
along with the themes from interview findings. Immugrant and refugee students are facing
stress and discrimination among other disadvantages during their integration process, and the
lack of community or social support further threatens their mental health and ability to handle
such disadvantages (Simich, 2005, 260). Successful Facilitation of SEL programs 1s essential
m their Integration & Adaptation process in their new schools. The existence and facihitation
of pro-social mtercultural peer programs are protective factors for immigrant and refugee stu-
dents 1n school (Rossiter & Rossiter, 2009, 421). Further, the Facilitation of such SEL pro-
grams 1s going to create strong Relationships & Connections for immprant and refugee stu-
dents to develop resiliency and navigate their acculturation process. Acculturation 1s the pro-
cess of immigrant and refugee students learning to orientate between their host society and
home heritage (Schwartz et al , 2013, 156). Resiliency 1s a tool students develop to success-
fully adapt despite challenges and adversity (Bernard, 1995, 4). SEL programs have been
shown to provide effective intervention for youth in school settings and foster positive social
and emotional development while also enhancing resiliency (LaBelle, 2019, 2). The peer-to-
peer relationships are important in SEL and the adult facilitators and educators working in
SEL need to create a nurturing learning environment through a student-centered approach to
teaching and learming (Ibarra, 2022, 7). Yet, the role of teachers as sources of support and
role models in the acculturation process for immigrant youth remamns unclear (Oppedal &
Roysamb, 2004, 490). The role of Respect & Care makes a significant difference in how 1m-
migrant and refugee students received the SEL program and Facilitation by adults, as report-
ed by the students in the interviews. Addressing this lack of clanty, adult educators roles with
mmmigrant and refugee students can potentially be another form of experiencing systemic dis-
crimination, thus Respect & Care put in the facilitators role and their Facilitation 1s essential.
SEL requires educators to practice mindfulness to improve and balance their own social-
emotional needs without getting overwhelmed (Ibarra, 2022, 10).

Facilitation in SEL groups helps students create those protective mental health factors such as
Relationships & Connections and provides protective mental health in an accessible way, at
school. Immigrant and refugee families usually are concemned with more urgent needs before
the mental health needs of youth. Yet, families value academuc achievement and concemns in
school are easily identifiable, thus making schools acceptable targets for additional programs
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and services. (Ellis, 2011, 7273). Immigrant and refugee communities are more likely to ac-
cess mental health through community members or teachers that through formal channels
(Stiffman et al , 2004, 190). Unfamiharity and distrust of the dominant system due to previous
experiences of racism and xenophobia discourage families from seeking formal services, thus
mental health promotion among immgrant and refugee youth requires an inteprated approach
to overcome existing hurdles (Ellis, 2011, 69). SEL programs at school allow students n need
of mental health support to access such services easily, whereas otherwise they may not have
this opportumity.

With the presence of SEL programs 1n school and strong Facilitation the students learn what
to look for in terms of expected behavior, group norms and culture; students mntegrate and
adapt to the SEL group, practice SEC skills safely and begin to buld Relationships & Con-
nections with their fellow peers and adults. Creating safe and orderly school environments
through interpersonal and mnstructional supports m school produces better academic perfor-
mance through caring teacher-student relationships that create a bond and commuitment to
school (Durlak et.al, 2011, 418). Students in SEL sessions with strong Facilitation imutates an
academic classroom environment but one in which they know how to participate in, thus they
are learning to integrate and adapt to their new environment. Research has demonstrated that a
positive school climate leads to fewer conflicts among students as well as improved academic
outcomes (LaBelle, 2019, 4). The safety of being gmded by strong Facilitation gives the stu-
dents a space to observe and gain social awareness. Social awareness in the classroom is the
ability to recognize social and cultural norms, therefore SEL. programming and facihitation
mvokes this exchange in the classroom by collaborative discussion and incorporation of di-
verse perspectives in the classroom content (Cressey, 2020, 199; Osher et al | 2016, 664).
With the adult facilitators providing Facilitation of the SEL program and steening the well-
thought-out intentional sessions infused with Respect & Care, students can 1deally relax and
gain social awareness mn participating and observing.

Students reported very positively overall regarding the Relationships & Connections they
made due to RISE; these Relationships & Connections helped them through their academic
experience because they were emotionally supported through the academic work and journey.
These Relationships & Connections were also strong and possible because of the presence of
Respect & Care. Due to the cultural differences between adults and students, Respect & Care
being present in those relationships 1s essential to their effectiveness and affects every aspect
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of the process. For example, I do not believe the students would have reported as many posi-
tive results in Academic Success 1if there was a lack of Respect & Care also present with Rela-
tionships & Connections, because the Relationships & Connections would have been weaker
without that reported Respect & Care. When a student respects the educator and feels respect-
ed by the educators any and all Discipline in the classroom 1s going to be easier, if the Respect
& Care 15 present and the Relationships & Connections are developed. The SEL-informed
curriculum, content and activities prioritize creating opportunities for those relationships to
grow, and continuous SEL fosters those positive relationships, essentially alleviating potential
conflicts m the classroom.

5.1.2 Discipline as Empowerment

When recognizing what makes culturally appropriate and effective SEL-instruction, Disci-
pline 1s one of the most important themes. Discipline 1s where the program and adult facilita-
tors have the chance to avoid perpetuating the dominant cultures power over the immigrant
and refugee students. When enacting Discipline in a classroom with immigrant and refugee
students, it 1s important to note that part of the resettlement and migration experience often
mcludes an abuse of power by authority in their home country or host country, and cases var-
ying on severity (Ellis et al. 2011, 70). Immigrant and refugee students do not have the same
history with authority and Discipline as mainstream students, and there 1s an inherent unfair
power dynamic between the immigrant and refugee students and educator in the host country,
moreso than the power dynamic with mainstream students. Educators focus on Discipline and
authornity in the classroom to establish control and order; the inclusion of SEL and CRT meth-
ods to co-create classroom culture and norms with the students 1s taking a democratic ap-
proach to authonty instead of disciplinary and the educator 1s modeling long-term responsibil-
ity and sociopolitical engagement (Cressey, 2020, 198). Allowing multiple languages to be
present i the classroom and allowing the students to cooperate in rulemaking are practices of
Empowerment and are not excluding theiwr Student Identity from the classroom experience but
mtegrating 1it.

Helping immugrant students gain literacy and social skills 1s crucial, so the environment and
mstruction needs to be mclusive of newcomer and minornity cultures (L1, 2010, 132). As estab-
lished by students reports, Learning English requires a safe environment, one without the pre-
assumption of native speaking abilities and strict pideline of how they can use their new lan-

guage. Language acquisition 1s most effective in a natural and spontaneous social environ-
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ment amongst peers (L1, 2010, 131). Immigrant and refugee students are already experiencing
separation from mainstream students as well as different standards of treatment and assess-
ment, which reflect and enforces a natural unfair separation in society and perpetuates dis-
crimination (L1, 2010, 128-131). Therefore, 1t 1s important for SEL to provide an example of
an alternative to 1ssues of separation, mainstream tactics and Discipline. Agreemg upon
‘rules’ or commumty agreements together gives an opportumty to students to practice respon-
sible decision making. By way of Discipline the facihitators and educators in the classroom
can empower the students by creating a space where they are not assumed to be or behave in a
certain way, but they can come as themselves and be a part of creating the classroom culture.
SEL curriculum and SEL-informed forms of Discipline 15 an opportunity for educators to in-
corporate diverse perspectives and ideas in Discipline in all content areas (Cressey, 2020,
199). Learning goals and competencies can be used to set hugh expectations but with addi-
tional supports m place for immigrant and refugee students instead of strict inflexible stand-
ards or assessment measures (Beaty, 2018, 70).

When enacting Discipline and order, culturally responsive and SEL informed educators
should refrain from restricting how their students speak up and out about unfaimess in the
classroom or deeming disruption behavior as mherently “bad’ (Cressey, 2020, 201). If educa-
tors focus on the students developing autonomy, ethics and a sense of self-discipline, such as
m the practice of creating community agreement together, this naturally creates an environ-
ment where mutual respect, group decision making and cooperation are the norm (Ehas, 2006,
3). The notion of Discipline to punmish 1s embedded n Western society and ensures that poten-
tial wrongdoers comply to society's rules, in education a justice approach to Discipline 1s fo-
cusing on repairing harm done in relations rather than placing blame (Hopkins, 2022, 144).
The goals of SEL can be rendered imeffective or detrnmental if a teacher avoids discussing the
sociopolitical and structural complexities that exist in teaching and learning (Cressey, 2020,
202). This 1s why 1t 1s important in Discipline for educators to not deem what they perceive as
problematic behavior from students as inherently negative and inflect punishment.

Educators can promote expected behaviors and procedures while allowing students to resist

mjustice, speak truth to power and recognize when context calls for disobedience, which are

skills needed to become a well-founded participatory citizen (Cressey, 2020, 216). In Disci-

pline 1t 1s important that the implications of using SEL be clear to positively uphft diverse

groups and their contributions to the collective wellbeing of community, the school, and glob-
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ally (Jagers, 2016, 3). Resistance or disruptive behavior 1s an act of navigating freedom that
can lead to Empowerment and well-being (Jagers, 2016, 2). An important critique of SEL to
note, applicable to mamstream and newcomer youth, 1s that SEL. methods and programming
can promote assimilation rather than mtegration (Jagers, 2016, 2). From a young age students
can recognize unfairness and call out mjustice; exploring these thoughts and feelings wiule
encouraging the development of the skill and mindset i1s exceptionally important to students
from historically marginalized groups (Cressey, 2020, 197). Specifically for disenfranchised
youth (immugrant, refugee and POC or identity-minonty youth), learning how to advocate for
justice and speak out in a safe environment, such as their school or commumty, may be an
important survival skill and strength essential for them in the future (1bud).

The process of Empowerment 1s not as straight forward for immuprant and refugee students as
it 15 for mainstream students, the presence of Infegration & Adaptation mteracts with aspects
of Empowerment 1n essential ways. Academic Success and Learning English proved to be two
very important aspects of the students' lives, based on how frequently they mentioned both
these topics, but I believe these two subthemes being present would have not been as effective
without the other subthemes of Relationships & Connections and Respect & Care. Academic
Success was not only about passing classes and getting good grades but also the access to re-
sources and especially the accessibility to college that it gave the students (Accessing Re-
sources & Opportunities). Subsequently we saw the students talk about the future while talk-
mg about Academic Success and indicating 1t has led them to more future options in life (Mo-
tivation & Future Goals). The adult facilitator's role was significant i leading to 4cademic
Success (Adult Mentorship). However, the adult facilitators effectiveness in the students' Aca-
demic Success and Learning English was directly supported by the strong Relationships &
Connections. In the RISE program Relationships & Connections were reported on being
strong in many ways, these Relationships & Connections were made stronger by the presence
of SEL-informed curriculum, activities, games and classroom culture. Such as making the
SEL program accessible to all the students no matter their English level or comfortability,
allowing them to participate in the proup and have the option to get to know one another or
share something about themselves.

This can also be said for Learning English but 1t 1s more complex. Learning English 1s a part
of the Empowerment process for students in their new home country because it 1s the dom-
nant cultures language, and it will help them navigate the rest of their lives. It 1s likely that the
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positive Relationships & Connections contributed to Learning English as well, but I believe
that the students were also being supported as themselves and thewr Student Identity which
allowed them to feel more comfortable in their Learning English journey. With the opportuni-
ty to develop their Student Identity students are more likely to feel Empowerment, which may
alleviate other aspects the students are strugghng with, such as Academic Success and Learn-
ing English. This process of Empowerment for immigrant and refugee students 1s supported
directly by Integration & Adaptation, such as i the form of Relationships & Connections.

Language acquisition and acculturation, or adaptation, had been found to be most effective in
a natural environment that provokes a natural social imteraction amongst peers (Li, 2010,
131). My findings supported the creation of a safe space that was constructed of native speak-
ers (adult facilitators and adult volunteer tutors) and a diverse group of language leamners.
This space was diverse, non-judgmental and utihzed activities specifically aimed at helping
create a fun and natural social setting in which language practice would feel easier and more

natural for the leamers.
5.1.3 Activities under Empowerment and Integration & Adaptation

Activities were found to be applicable under the theme of Empowerment as well as Infegration
& Adaptation; considering that the Activities provided were: accessible, adaptable for the stu-
dents, provided opportunities to explore and share their personal lives and experiences. There
was variety and flexibility in Activities that made them accessible to any of the students. Spe-
cific SEL Activities were also aimed at stimulating personal growth, development of Student
Identity and sharing their stories. With SEL curriculum and Activities, students leamn to treat
themselves with kindness when distressed and confronted by harmful negative dialogue or
self-criticism 1n the face of difficulties (Biber, 2019, 27). The capacity to recognize and man-
age emotions, solve problems effectively and establish positive relationships in life are a ben-
eficial competency that 1s essential for all students (Elias, 2009, 1). While SEL. Activities are
actively working towards Empowerment of the Student Identity with social-emotional skills,
they are also actively creating Relationships & Connections. Newcomers need these activities
to rebuild disrupted social support networks and avoid 1solation (Simich, 2005, 260). Rebuild-
mg social support networks psychosocially aid students’ development in a new country (Tsai,
2006, 262). Social support networks are sources of empowerment, integration, problem solv-
mg and reducing stress (Simuich, 2005, 260).
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Activities that develop social competencies are sources of individual identity exploration, de-
velopment of cultural knowledge and skills important in the Infegration & Adaptation process
(Oppedal et al, 2004, 481-482). Social support will help students cope with stress in crisis
situations, Integration & Adaptation and build the self-confidence necessary to lead to Em-
powerment (Simuch, 2005, 260). Self-esteem and confidence mediate mental health interac-
tions m the face of negative socioenvironmental experiences and combat students at-risk of
seeking validity in groups such as gangs (Rossiter, 2009, 425). The support must come from
both friends and fammly, a lack of ethmic competencies yields strong negative effects on men-
tal health (Oppedal et al , 2004, 490). Options for immigrant and refugee youth to continue to
participate 1n their home culture in their new environment need to exist to avoid feelings of
identity confusion or rejection by home hentage further marginahzing a marginalized group
(Schwartz et al , 2013, 162). Activities that include a Personal Life Connection aid m this pro-

Cess.

Positive Relationships & Connections with teachers and educators are a part of the social sup-
port network that aid and protects students, yet on the other hand some educators also perpet-
uate institutionalized discrimination (Oppedal et al |, 2004, 490). Expectations are often low-
ered for certain students based on the educators perception of the students limitation, without
realizing this 1s implicit or unconscious biases of these students (Cressey, 2020, 198). A nur-
turing learning environment can include additional support for students expeniencing academ-
1c concerns and practical praise including student mput and collaborative choices that contrib-
ute to student's individual empowerment and a sense of belonging (Ibarra, 2022, 7). Variety &
Flexibility in Activities can supplement an educators desire to lower expectation and incorpo-
rate collaborative choices to create extra supports needed and nurturing learming environment.
School-wide approaches can also encourage further collaboration of families and parents to
deepen understanding and communication about the students needs (Cressey, 2020, 200).

From school-wide policies to singular classroom practices, educators can infuse SEL Activi-
fies to create time for personal sharing or Debriefing & Processing to connect their content to
the real emotional lives of their students, thereby increasing personal engagement from the
students (Cressey, 2020, 201). When students feel essential and important to the group, they
also feel responsible in upholding community and upholding classroom culture (Ibarra, 2022,
10). In a SEL classroom, teachers need to create an environment where students know they
are cared about (Yoder, 2014, 13). SEL can actively work against remnforcing social norms of
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the dommant culture by exploring cultural sensitivities, implicit bias and using SEL with di-
verse groups of students (Cressey, 2020, 201). Immigrant and refugee students have reported
feeling their culture and previous lives was either excluded from school material or spoken
about negatrvely (L1, 2010, 128). SEL services for immigrant and refugee youth must be de-
veloped by being mindful of the history and expenence of refugees (Ellis, 2011, 70). Curricu-
Ium can be built to include diverse representations and references including many cultures of
different groups of people, without spothighting or “studymng’ specific groups as an outsider,
the students' identities need to be considered within the larger macro sociocultural context of
the experience (Cressey, 2020, 198; Tsai, 2006, 285). The process of using Personal Life
Connection 1 curriculum and De-briefing and Processing time in Activities can aid in these

CONCEImns.

Observation found that Activities with Personal Life Connection increased students' likelihood
to engage and participate in the activity, reported from interviews to help in feelings of pres-
ence and Student Identity. Found in the literature to support observations findings was the
claim that the most effective SEL educators connected their classroom content with real hfe
experiences or the emotional lives of students, which led to increased motivation and en-
gagement (Cressey, 2020, 201). Findings from my observations and interviews support the
claims made by previous SEL research I presented in the theoretical framework From the
mterview data students reported feeling supported emotionally and academucally and ex-
pressed a feeling of community and mclusion. Observational findings found the importance of
the student's participation i this education space and community as well. A nurturing leam-
mg environment includes praise, allows frequent student unput and collaboratrve choices that
help increase Empowerment and students feeling belonging (Ibarra, 2022, 7).

There was already existing research demonstrating that the positive school climate and enwvi-
ronment better school outcomes, with the suggestion of additional resources to meet lugh ex-
pectations (Beaty, 2018, 70; LaBelle, 2019, 4). The findings from my observations compl-
mented what I had learmed from the literature. When students have options, flexubility and
choices m games, activities and the tasks they were doing, they were very likely to complete
the activity or task, even if they had shown resistant behavior to the activity, when they were
given more resources or options to complete the activity or task at hand, it was hkely to be
done.
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One of the key claims and goals of SEL 1s that the mterpersonal support and additional inclu-
sion of social-emotional instruction will thus produce better academic outcomes and perfor-
mance from the students through better Relationships & Connections (Durlak et.al, 2011, 418;
LaBelle, 2019, 4). The findings from the interviews directly supported this assertion made by
Durlak (2011) and LaBelle (2019) (as well as many other scholars) but goes further nto why
those Relationships & Connections lead to Academic Success. The interpersonal supports in
the form of mentorships and the creation of a space specifically for the immigrant and refugee
youth not only helps them feel comfortable existing in their new school but also allows them
to feel safe making mustakes, practicing their new language and leads to increased access to
resources. The fusing of SEL-activities, games and relationships with the school environment
provided a space for the students to always go to after school to solve their academic concemns
and bettered their chances of passing classes and graduating high school.

5.2 Concerns for Educators

In this research project, the findings emanating from observations and interview data appear
to put a lot of pressure and responsibility on the teachers, educators and SEL facilitators. Edu-
cators social-emotional competence 1s a necessity and concern in the process of implementing
SEL and requires continuous professional development by educators (Ibarra, 2022, 10).
Teachers are historically and globally already overworked, exploited and burnt-out, so an ad-
ditional and emotional responsibility such as this one can be too much. The goal of some of
the more practical findings from observation and mnterview data was to try and illuminate how
SEL 1s accessible to all and any educators, as it does not necessarily require an additional set
of knowledge but mtentionality and care more than anything. Thus 1s still a big ask of educa-
tors, but I am hoping my research made 1t clear that the care put into the relationships with
students and the intentionality put into content and activities 1s doing foundational discipline
work at the forefront of the education experience which will help the educators throughout

their careers.

It 15 also important to note that educators cannot remove their identities, positionalities and
biases at the door of the classroom and enter the shared space with students as a completely
neutral party. While I do not want to add extra pressure to educators (as I consider myself one
and am fanuhar the concemns) I do want to highhght that educators have a responsibility to
acknowledge their positionality in socio-political power dynamics and reflect on their identi-

ties 1f they wish to adequately serves students. Especially if they wish to work with SEL-
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mformed practices, immigrant and refugee students or any minority/marginalized group. This
1s currently far from reahty, thus a part of my intention mn conducting this research 1s to bring
this to the attention of educators. Educators do have a responsibility to process and debrief
their emotions regarding students and teaching, for the students and for themselves. Speaking
from an SEL philosophy perspective, SEL mtention 1s to help students achieve SEC and that
will not be possible if educators do not have a level of SEC as well, realistically 1t 1s for the
emotional wellness of the teacher as an individual as much as it 1s for the student. Requuring
SEC and reflective work on biases or systemic power dynamics 1s not meant to blame educa-
tors or imply there 1s something inherently wrong with theiwr positionality. Rather than pre-
tending to be objective or neutral, anyone working with students (including administration)
needs time to think, talk, write and reflect actively on their background and beliefs (Cressey,
2020, 204). These practices of reflexivity from a social-emotional perspective as well as from
a cultural sensitivity perspective are meant to be empowering to the educators.

87



6. Implications and Limitations

Beginning with the literature 1t becomes evident that there is already an immense amount of
research written around SEL and the immugrant and refugee demographic. The connection
between the two 1s where research 1s lacking. This study begins to fill an existing gap mn hit-
erature and contributes to the academic commumity that i1s exploring transformative SEL and
CRT. This study also confributes to and supports already existing data that exposes mental
health concerns in the immigrant and refugee demographic that provides possible solutions to
the youth in the demographic specifically. Moreover, this research 1s comprised of newcomer
youth from multiple cultural background and statuses rather than pertaining to a hyper specif-
ic circumstance and case. There 1s something to gan for future research to focus on specific
groups and how they react to SEL considering unmque aspects of cultural background. Future
research may be aimed towards more specific groups and circumstances to determune if and
how SEL would suite the groups needs.

This study was able to provide further mnsight mto two academic topics, SEL and immigrant
and refugee students, but not without its linmtations. Though RISE was the perfect program to
employ this study due to their protocol and means of education, recrmitment of newcomer
youth from other SEL programs, in other countries, and of more varying ages, would be sure
to provide frtful and diverse data to contribute to this research. Although attempts were
made to find, contact and collaborate with an existing orgamzation in Tampere, Finland, upon
further mnvestigation 1t seems due to lack of funding the program no longer existed. Finding an
appropriate program that works with both SEL and the immigrant and refugee demographic
was not easy and I did not find one somewhere in the Nordic region as I would have liked to.
Within the immigrant and refugee youth demographic in Portland, OR all the participants had
access to high school and the program RISE. Though this was completely necessary for the
sake of the research question, I find that the voices of those without resources and in different
scenarios could also be utilized to further explore my topic. Exploring how SEL could be uti-
lized with groups strugghng with access to resources, struggling to learn the host country's
language or with serious academic concerns would be beneficial to the academic commumity

m countries experiencing rising rates of migration and newcomer youth.

The orniginal intention of this study was due to my own professional positionality and personal
curiosity as a researcher, with the goal to move forward in SEL justly. The idea was sparked

by my studies in Finland, in the Nordic region of Europe, but stemmed from my personal is-
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tory and passion m the field of education. While I feel increased confidence m the ethics of
SEL and content with my results, I find the expansion of this research necessary as well. This
research 1s an adequate representation of the subject matter, however further exploration and
expansion 1s necessary. This topic, considering the mtentions and methodology, 1s not a mat-
ter of simply answering a question but expanding and reflecting on processes continuously in
the classroom and academic environment Countries with mcreasing migration rates and a
goal of equitable education will require more research and data in the upcoming years. Educa-
tion 1n the Nordics 1s celebrated for bemng equitble, unmiversally accessible and child-centered,
yet mternational education surveys have found immugrant students experiences lower academ-
1c achievement even though these countries have multicultural and intercultural policies and
practices. (Kilpi-Jakonen, 2012, 167-168; Mikander et al., 2018, 41-43; Terslev, 2018, 300).
While education policy in these countries seeks to eliminate social inequality, there 1s a deficit
of crifical approach i traditional intercultural teacher education, current curriculum and di-
versity training, which support a “color-blindness’ style of approach that 1s pohtically outdat-
ed. (Dunlavy et al. 2021, 2-8; Paulsrud et al , 2020, 304; Rissanmen et al | 2016, 447). This 1s
a part of the world that may benefit from further research in SEL with immigrant and refugee
students, due to the already existing philosophies on teaching and changing migration rates.

As this study was conducted only in English, which was not any of the interview participants
first language, facilitated by a white Western researcher and imncluded a broad range of cultural
backgrounds, there 1s the possibility that there 1s cultural nuances and intersections lost. If
research was able to be conducted in multiple languages, with research of diverse back-
grounds and cultural knowledge, there may be an increase in data and findings due to the re-
searcher's ability to more deeply explore cultural specifics and depths to what the students
reported. There may have been cultural, religious and language limitations to what the
mterview participants could report. Furthermore, newcomer students and participants who
were younger than 18 or with lower levels of English than the ones I interviewed were unable
to participate and lend their perspective, thus their voices and experiences are entirely miss-
mg. With furthering resources, abilities, participants and researchers mvolved, this research
topic could be expanded upon in many different directions.
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7. Ethics, Trustworthiness & Credibility

To establish trustworthiness and credibility I have presented my data collection, methodologi-
cal steps, methods and data analysis transparently and consistently with many details as pos-
sible while protecting the identities of the students. The position I have taken in this research
study 1s one of an advocate, being an advocate 1s to actively assist in the in the struggles of
others and provide platforms which their struggles can be known and heard (Madison, 2012,
98). In regard to representation along the power spectrum, everyone is ‘vehicles and targets’,
as advocates we aim to invoke responses and consequences to the mechanism of power (1bid).
I am framing my perspectives from this position.

My previously established relationships and menit with the students mterviewed helped ensure
the students comfortability and trustworthiness with my research and interview process. The
use of in-depth, semi-structured interview provided a space for the youth to share their opin-
10ns openly, easily and lent flexibility to the whole process in which the students could guide
the conversation and choose what to talk about. Students received two Informed Consent
forms explaining the implications and intentions of the research, their nghts and a signature of
their approval. I also explained in detail, clearly everything these forms said and what sensi-
tive information could be discussed m the interviews, along with their nght to withdrawal at
any time. The steps of thematic analysis and repetition of such steps ensured that each com-
ponent of data was taken into careful consideration Fimnally, multiple means of ensuring
trustworthiness were ufilized, mcluding consultation with the three RISE adult facihitators and
project manager who ensure the safety of the students involved, continious communicated
and transparency with the non-profit IRCO and careful, intentional explanation of all implica-
tions of interview process with students in wniting and described in conversation before, dur-

mg and after the interviews.

To further ensure that my research was aligned with the ethical framework in which I framed
my foundation and methodology, I followed Neville and Wilson’s suggestion of the “4 Ps of
research with vulnerable populations’ for creating culturally safe research (2009, 72). The
four Ps of research will vulnerable populations are Partnership, Participation, Protection and
Power (Neville & Wilson, 2009, 73-76). Partnership and the ethics of engagement 1n research
15 the establishment of a relationships with the group being researched and needs of that group
m relation to the research (Neville & Wilson, 2009, 73-74). I had pre-existing long standing

relationships with the students, being their facilitator, mentor and tutors at RISE and friend
90



once they graduated and I would run mnto them n the community. I established the needs of
the groups by disclosing my intentions, my research, making it clear participation i research
was voluntary and grving them the options of in person, online, or withdrawal I was also in
daily commumication with the program facilitators on days of observation to check-in and de-
brief anything that happened in the group or things we believe the group may need m the fu-
ture. Participation involves members of the vulnerable group in the planning process and
phases of the research (Neville & Wilson, 2009, 74-75). During my first couple of mterviews,
I asked my interview participants about their feelings regarding the interview questions and
how to word the questions so that they would be more easily understood. I asked the students
what questions they found more useful and if there were any questions they would take out or
add to make the interview process better for them. Protection in research with the vulnerable
population entails safepuarding the group from possible exploitation and the danger of re-
search results affecting them personally (Neville & Wilson, 2009, 75). The names of students
were never recorded by audio or text anywhere in my research process. There demographic
mformation, audio data, text notes data was captured and recorded under a number or eventu-
al pseudonyms. There are also some natural safeguards of their information due to their de-
mographic. For example, I recorded their country of origin and age as what they reported, not
school administration or from a document. In this sense they report their country of ongin
which could be where they were born, where their family 1s onginally from, or what coun-
try/culture they relate their identity to the most. School and US administration 1s most likely
to record country they are arriving from or birthplace. The countries reported by students are
likely to be different and thus provides another layer of anonymity and protection. Similar for
age, many immigrant and refugee students arriving to the US may not know when they were
born, may not have a birth certificate or may have mtentionally lied about age upon arrrving
to the US so that they can go to school for longer. I recorded the age they reported to me, but
it 15 undeternined which age they gave me as many of them have different ages used for dif-
ferent things. Which 1s applying yet another layer of protection. Power in research with vul-
nerable populations 1s the act of the research cnitically reflecting on their epistemological po-
sition and in choosing a methodology (Neville & Wilson, 2009, 76). This 1s when I originally
chose to consider my options 1n addition to ethnography, examine the cultural critiques of
ethnography as a methodology and how I ultimately chose Critical Ethnography. The inten-
tion behind choosing critical forms of methodology are in the hope that the research outcomes
will be emancipatory in their intent.
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8. Conclusion

Main pomts and findings presented in this research project illuminate the efforts of the adult
educators to create adequate, culturally inclusive and emotionally sensitive content 1s key in
addition to development of sincere, genuine care, respect and relationships with the students.
The SEL activities should foster an overall sense of commumty and inclusiveness as well as
provide opportunities for students to share their stories and opinions as well as to deepen the
relationships between peers and students with adult facilitators. The existence of these posi-
tive relationships and multi-faceted activities will directly support the student in their self-
exploration as well as help them academically do well due to the social and emotional support

they are recerving.

Objectives of this research included representing both the students' perspectives as well as the
adult facilitators perspectives and processes of running these groups. I aclieved these objec-
tives by exploring the students' opinions and thoughts via mterviews and by collaborating and
observing the adults' many roles and effectiveness in the programs functioning. My research
will contribute to the already existing body of knowledge i the field and the specific category
of transformative SEL. This research provides examples of many future avenues the research
can take and expand upon, due to the many findings and how they can be further explored.
This research 15 also significant because 1t has practical applications for educators seeking
examples of SEL and CRT educational methods. Potential impacts are hopefully a growing
mterest in working with SEL and with immiprant and refugee students due to the importance
globally as migration patterns rise and change. Future directions that may arise from this re-
search can be demographic specific, curriculum specific and location specific, eliciting many
options for further study.

Final thoughts on my part as the educator are regarding my personal feelings during the re-
search process. While working with this group of students outside of this research project, I
was lucky enough to feel the positive effects of our work every day, and in this space, I never
doubted my impact on the students' lives in the educational space. I am grateful for my aca-
demic experniences bringing me to this research question and this research project, but my 1m-
tial feelings upon starting the research were disappointment in myself. I am happy that I chose
to explore this topic, to reflect on my perspectives, positionality and contributions in these
students' lives, but I am disappointed in myself that I temporanly forgot what that was. When

entering this research, I expected to find something negative, obvious cultural problems with
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SEL or something structurally and systemucally wrong with Westerners working with 1mmm-
grants and refugees. Reflecting on that feeling, I am saddened that a part of me assumed I and
other Westerners may not be mherently fit to work with tlus demographic. My time i aca-
demics had granted me a critical lens which 1s crucial for any scholar. However, upon starting
the research process and receiving many positive accounts from the students it felt like I was
bemng shaken back awake to a truth I once knew. The students were doing exactly what I
sought from them, reporting based on their feelings, emotions and reflections of their exper-
ences. But I had expected to somehow quantify these expeniences from them and myself to
label SEL as mherently ‘good’ or ‘bad’. I began questioning how I ever forgot this positive
feeling I had with the students every day when I worked with them, the gratitude and affirma-
tions we exchanged daily. Did I take 1t for pranted? Why did I assume I would find something
profoundly negative enough to wrnte a thesis about? This research has been crucially im-
portant to my personal and professional exploration of education but was also a reminder to
avoid deemung emotions or feelings less valid 1n an intellectual, academic process.
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